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ABSTRACT 
PERSONAL CHARACTERISTICS ASSOCIATED WITH EFFECTIVENESS 
OF CARING ADULTS WHO ARE PARTICIPANTS IN 
SCHOOL-BUSINESS PARTNERSHIPS 
MAY 1992 
MARY ANNE HERRON, B. S. , EASTERN NAZARENE COLLEGE 
M.Ed., AMERICAN INTERNATIONAL COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor William Lauroesch 
The purpose of this study was two-fold: (a) to 
reestablish the fact that "at-risk" students working with 
"caring adults" in a school-business partnership do better 
in school than those at-risk students who do not, and (b) to 
determine precisely what attributes the school volunteer is 
bringing to the partnership program that is making the 
difference. 
The project, using a quasi-experimental design, 
included two stages of data collection and analysis for a 
random sampling of 25 students participating in a school- 
business partnership program, 25 nonparticipants, and a 
group of school volunteers from the Coopers and Lybrand 
Accounting Firm (N=25) who met with the participants on a 
weekly basis. 
In the first stage, data were generated through a pre- 
and post-School Situation Survey (SSS) for both participant 
and nonparticipant groups. School records were scanned to 
obtain attendance rates for the nine months and compared for 
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CHAPTER 1 
INTRODUCTION 
Partnerships in education have been established between 
corporations, community organizations, and educational 
institutions as a means of addressing the many problems seen 
in today's learning environment. An increase in school 
dropouts and a dramatic drop in test scores nationally, 
coupled with a rising need for a skilled work force, cause 
increasing concern for the future of our country and our 
ability to compete in a world market, provide necessary 
income and services for an aging society, and maintain our 
ability to govern and care for ourselves. These concerns 
have brought about renewed interest in education on the part 
of business and community organizations. 
The United States Education Department (1984) reported 
that between the years of 1970 and 1985 almost 50,000 
different kinds of partnerships linking business with 
schools were found to be in operation. In 1989, over 
140,000 formal collaborations were reported for the school 
year 1987-88, with 40% of all schools participating in 
educational partnerships (National Center for Education 
Statistics, 1989). Overall, these collaborative efforts 
strive to (1) improve academic achievement, (2) improve 
school attendance, and (3) provide career development 
opportunities. The partnerships share new ideas, an array 
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of services, expert advice, manpower, and money for 
educational needs. The approach and impact of the 
partnership efforts are as varied as the partnerships 
themselves. Each has its own specific goals and activities 
predicated on the needs of the institutions and students 
involved. 
Partnerships in education are defined as formal, 
voluntary agreements lasting over time between schools and 
service providers, such as business, higher education, 
community organizations, and parent groups for the purpose 
of school improvement. Partners identify needs and work 
toward the attainment of mutually agreed upon goals and 
objectives in order to address those needs. All partners 
benefit from the collaboration, depending on the needs that 
they bring to the partnership. Needs of the business 
partners may include the need for satisfaction that they 
have contributed to the skill-building process for the 
corporate world, or simply the need to feel socially 
responsible. 
In the past, little effort has been made to assess the 
effects of partnerships on education or the value of the 
outside organizations themselves as they relate to the 
partnership. Qualitative data are almost nonexistent. 
Maureen Erickson, researcher from George Washington 
University, pointed out: 
Evaluation instruments submitted by school 
systems, Chambers of Commerce, State Departments 
of Education, and the U.S. Department of Education 
focused more on number of participants than 
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quality of impact, and many were highly subjective 
questionnaires. (Partners in Education. Vol. II, 
Number 2, October 1989) 
Those recorded instances of partnership programs with 
specific goals and built-in impact assessments have 
indicated that student attendance improved (Dayton, 1987), 
academic scores, particularly in reading, increased 
(Cincinnati Youth Collaborative, 1989), and there was a 
significant increase in the number of students hired for 
summer jobs and full-time employment (National Alliance of 
Business, 1987). 
Business partners in the school setting are generally 
referred to as school-business volunteers who work without 
pay, generally under the direction of a support system, to 
enhance the education of students. 
The impinging result of the influence of the volunteers 
themselves on the lives of the individual students is 
enormous. Volunteering, by its very nature, often provides 
quality and character of service (Curtis, 1990) not 
duplicated by other outside agencies. Volunteers 
participate as tutors, mentors, and caring adults. These 
roles have an ever greater value in the light of the needs 
of the large and growing number of children coming to school 
ill-prepared to learn and socialize. 
1.1 Statement of the Problem 
Researchers and educational practitioners have observed 
that large numbers of children come to school with 
deficiencies that preclude receptivity to the learning 
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process, making it impossible for teachers to work in a 
conventional manner. At Elias Brookings School in 
Springfield, Massachusetts, for example, a school designed 
for students entering grades 5 and 6, 40 percent of the 
incoming grade 5 students tested at the grade 3 modal 
age/grade level overall according to the Metropolitan 
Achievement Test administered in April, 1988 (Research 
Department, Springfield School Department, 1988). Such 
students display not only learning deficiencies but also 
many social problems. These problems include the inability 
to get along with their peers, poor self-esteem, a high rate 
of absenteeism, and a history of family abuse (see Chapter 
3) . 
As a means of addressing the many problems seen in the 
learning environment, outside organizations have been 
invited to participate as partners to support teaching staff 
working with those students with the greatest needs. 
Coopers and Lybrand, a Springfield accounting firm, 
responded by making 40 "caring adults" available to work 
with the school. As part of the design of the partnership, 
each adult adopted two students, one from grade 5 and one 
from grade 6. Every Friday, the caring adults and students 
ate lunch together, one-on-one. This arrangement was 
possible because grades 5 and 6 have different lunch 
periods. 
This 40-minute period has become a time when adults and 
students not only eat together, but also become better 
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acquainted over board games, basketball in the gym, or 
football on the field. This adult-student interaction has 
extended to field trips, picnics, and pizza parties, 
providing opportunities for the caring adults and students 
to spend longer periods of time together to build their 
relationships. 
Observation of the project over the past two and one- 
half years has demonstrated that a number of students 
involved in the partnership have responded with positive 
changes in both their readiness to learn and in their social 
behavior (Metropolitan Achievement Tests, 1989 and 1990, 
Brookings School Suspension Records). 
While the researcher recognizes that students in the 
project are responding to the caring adults through changed 
behavior toward the learning environment, it is not clear 
what precisely is making the difference. 
1.2 Purpose of the Study 
The overarching purpose of this study has been to 
ascertain the relationship between characteristics of adult 
volunteers working with children and the children's progress 
toward readiness to learn. Specifically, the intent has 
been to develop personality profiles through instrument 
assessment, observation, and interviews of those caring 
adults involved in a school-business partnership who 
interact on a weekly basis with "at-risk" students. The 
task has been to match personality characteristics with 
achievement as a means of determining if any constellation 
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of characteristics among caring adults appears to be more 
promising than others for achieving the goals of the 
interventions. 
1.3 Definition of Terms 
Readiness for learning is the period of time in a 
child's life when he or she is emotionally, socially, 
physically, and intellectually ready to enter the school 
culture where learning takes place and to participate in the 
process. 
"At-risk" Students are students who demonstrate a lack 
of school readiness. Such handicap renders a student in 
danger of failing to complete his or her education with a 
sufficient level of skills. Such readiness skills include: 
(1) the ability to relate positively to one's peers, (2) to 
like and appreciate oneself, (3) to attend school on a daily 
basis, (4) to participate, perform, and achieve at grade 
level, and (5) to improve academically. 
Partnership Program is a school-business collaboration, 
established between Elias Brookings School and Coopers and 
Lybrand Accounting Firm, for the purpose of supporting 
students who are involved in the learning process and staff 
who teach them. 
TABS is the abbreviated form for Team Approach to 
Better Schools. The team is composed of four teaching staff 
members and the principal at Brookings. Its function is to 
work with the Partnership at Brookings. 
Partners, as construed here, are caring adults. 
6 
Partnerships in education are collaborations formed 
between schools and outside agencies for the purpose of 
school improvement. 
Mentor is the term given to one who shares by example 
those human attributes deemed worthy as they provide 
direction for the personal and professional growth of others 
(Fleishel-Lewis, Eve, Bonar, 1982). 
Carina Adults is the term used in this study to 
designate those partners from Coopers and Lybrand who meet 
one-on-one with at-risk students at Brookings and whose 
duties are construed in this study to incorporate counseling 
and mentoring functions. 
Volunteer is someone who chooses to act in recognition 
of a need, with an attitude of social responsibility and 
without concern for monetary profit, and goes beyond the 
minimum level of involvement that might be unavoidable 
(Ellis & Noyes, 1978). 
1.4 Delimitations of the Study 
This study has been conducted in a single, urban, large 
elementary school in the City of Springfield. The 
population of students selected for the research project was 
randomly selected from a pool of at-risk students deemed 
eligible for the Partnership Program. The caring adults 
were selected from the Partnership Program already in 
progress at Elias Brookings School. While there is every 
reason to assume that the urban setting, the cohort of at- 
risk students from which the sample was taken, and the cadre 
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of caring adults are in most respects similar to comparable 
settings and subjects elsewhere (see Chapter 2), only to the 
degree to which this assumption is borne out, are the 
findings and conclusions of this study generalizable to the 
larger context. 
1.4.1 Research Design 
To address the research question, this study examined 
the personal attributes of those partners who met on a 
weekly basis with selected students to determine precisely 
what it is about their caring relationship that makes a 
difference in student behavior which leads to increased 
academic achievement. 
The project called for two stages of data collection 
and analysis with a final comparative analysis. First, data 
were generated through a pre- and post-student school 
attitude and student relationship survey and an attendance 
check for participating and nonparticipating at-risk 
students. Second, there was an examination of the 
participants to determine their gains and losses on the 
survey. There was also an examination of the behaviors and 
attitudes of a select number of the caring adults through a 
personality survey and interview sessions. 
In order to establish causal-comparative evidence that 
adult intervention is related to improved pupil readiness to 
learn, student gains or losses were compared with observed 
behaviors and attitudes of the caring adults that appeared 
to have some bearing on the changed behaviors. 
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1.4.2 Setting 
Elias Brookings School is a public kindergarten, grade 
5 and 6 school with a total school population of 650 
students composed of 58% Hispanic-Americans, 22% African- 
Americans, 2% Asian-Americans, and 18% Caucasian-Americans. 
The plurality of the households from which these students 
come are characterized as single-parent, with 73% of the 
families on some form of monetary assistance. Most of the 
students also suffer great social deprivation (Brookings 
School Statistics, 1988), which the Massachusetts Advocacy 
Center and Center for Early Adolescence believe results in 
educational deprivation (1988). 
As a means of addressing both the multiple needs of the 
students and as a support system for the staff, a number of 
partnerships with outside organizations have been developed. 
These organizations include Springfield College, the 
District Girl Scout Council, Bay State Medical Center, the 
Community Initiative Team, and Coopers and Lybrand 
Accounting Firm. 
1.4.3 Basic Assumptions 
The research project is based on the assumed validity 
of earlier research that identified a correspondence between 
the presence of school volunteers interacting with at-risk 
students and the rise in student level of school readiness. 
1.4.4 Significance of the Study 
The research project examined the personal attributes 
of a constellation of school volunteers who met on a weekly 
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basis with a group of at-risk students to determine what it 
is about their caring relationship that makes a difference 
in the students' ability to interact with their peers and to 
do better in school. Analysis then determined if there were 
strands of common characteristics among those partners whose 
students appear to show positive gains in school readiness 
and, conversely, absence of such characteristics among 
partners whose students do not show positive gains. The 
significance of this research lies in its modest findings 
that suggest the direction of future research. 
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CHAPTER 2 
REVIEW OF THE LITERATURE 
This chapter is a review of the literature pertinent to 
school-business partnerships and, more specifically, school 
volunteers. The literature is divided into three major 
parts: Readiness for learning, which describes 
developmental processes that aid learning and significant 
projects that address learning readiness; changing needs 
that include society and the work force - also the family? 
and agencies of intervention that, in particular, relate to 
education and this research project, which include 
partnerships and the school volunteer. Examples are cited 
throughout the literature review that describe efforts to 
address the three components mentioned in the review. 
2.1 Readiness for Learning 
Researchers have theorized that virtually all human 
behaviors develop in a patterned, predictable way (Ilg, 
Ames, Haines, & Gillespie, 1978). Regardless of environment 
and individual differences, many behaviors do develop 
through basic stages common to all (Gesell, A., 1928). 
Erikson described them as the eight stages of the life 
cycle. The success of each succeeding stage is predicated 
on the developmental progress of the preceding stage 
(Childhood and Society. 1950) . 
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Readiness for learning is dependent on the successful 
progression through the early stages. It is assumed that 
children who have progressed through the predictable 
developmental stages to the age of five years, will have the 
ability to pay attention and to concentrate on a given task 
(Huth, 1959), have a sense of order and awareness of rules 
as compelling norms of behavior (Danzinger, 1933), and are 
socially prepared to interact with peers and the teacher in 
an acceptable manner (Kroh & Hertzer, 1944). 
Society also assumes that children are emotionally, 
socially, and physically ready to enter the school culture 
where formal education takes place. Such readiness can be 
categorized under four basic umbrellas: 
1. Physical readiness 
2. Emotional readiness 
3. Social readiness 
4. Intellectual readiness (Johansson, 1965). 
Physical readiness includes the development of the body 
structure such as height and weight. It also includes the 
gross motor development of the child, characterized by the 
ability to control his/her large bodily movements such as to 
hop, run, jump, and play games. Fine motor readiness 
includes the movement of the hands, the eyes, and organs of 
speech which are highly dependent upon the degree of 
development of the neuromuscular system (Ilg, et al.). 
Emotional readiness involves the acceptance of 
transition from the home environment to the school 
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environment. This stage of development, known as initiative 
(Erikson, 1950), allows the child to develop a sense that he 
is able to not only control himself but also his environment 
and to reach beyond that environment. Huth (1959) stated 
that readiness also includes the ability to pay attention 
and to concentrate. 
Social readiness includes the capabilities of 
interacting in an acceptable manner with one's peers and the 
teacher (Kroh & Hertzer, 1944). It includes the awareness 
of rules as guided norms for behavior (Danzinger, 1933). 
Intellectual readiness demonstrates that the brain is 
developed to the degree that it responds acceptably to meet 
the intellectual demands made by the instructor (Husen, 
1963). Of critical importance is the extent of language 
development of the child. Hess and Shipman (1965) state 
that, as language shapes thought and cognitive styles of 
problem solving, the degree of language mastery at early 
stages of development will determine the success of the 
child in school. 
2.2 Significant Projects That Address Learning Readiness 
The impetus to find solutions addressing the growing 
needs of the child as those needs relate to a child's 
readiness to learn is seen through the many efforts of both 
the federal and local governments and the many voluntary and 
mandated programs created for change to address needs. 
Private corporations and foundations offering grants and 
manpower are also willing to become involved as change 
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agents for the good of all. Following are a series of 
different projects that have been undertaken. Such projects 
include early intervention programs for the young child that 
are developmental in nature and programs that are context 
related. 
2.2.1 Early Childhood Programs 
A number of early childhood programs have been 
designated to meet the needs of low socio-economic families. 
Two large funding sources for such programs come from the 
federal government in the form of Chapter I of the 
Educational Consolidation and Improvement Act of 1981 and 
Head Start, the pre-kindergarten program for 4-year-olds. 
Until recently, most Chapter I monies, originally Title I of 
the Elementary and Secondary Education Act of 1965, were 
given to children enrolled in kindergarten through grade 12. 
Rachal and Garbo (1985) stated that the current trend is 
towards investing a higher percentage of these Chapter I 
monies to servicing identified high-risk children at an 
earlier age to assure school readiness. 
Recent research in early childhood education has 
provided cost-benefit information and longitudinal 
statistics of effect over a span of time as a result of such 
programs. Due to the possibilities seen as a result of this 
research, President Bush has recently proposed adding $500 
million to the Head Start budget, a 27.7 percent increase 
and the largest in the program's history. 
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2.2.1.1 Head Start 
Head Start began 25 years ago, a program designed to 
help poor children get started in school earlier. Over the 
years, the program has received considerable support. 
Analysis of the different programs has brought both positive 
and negative assessments. Following are descriptions of the 
analysis of two such programs. 
2.2.1.2 Philadelphia 
The effectiveness of Philadelphia's pre-kindergarten 
programs is based on the administration of the Developmental 
Behavior Checklist. This standardized checklist is a 150+ 
item list which provides information on developmental status 
in seven areas: (1) gross motor, (2) fine motor-manipula¬ 
tion, (3) fine-motor writing, (4) self-help, (5) social 
development, (6) cognitive development, and (7) language 
development. 
In addition to reporting current developmental status 
for pre-kindergarten children, the school district routinely 
tracks all pre-kindergarten program "graduates," studying 
the long-term effects of these programs. Such programs 
include: 
(1) Parent Cooperative Nursery - a program for middle- 
and low-income children with mandated parent 
involvement one half-day each week. 
(2) Child Care 
(3) Get Set Day Care 
(4) Pre-kindergarten Head Start - a poverty level 
program. The family income of four must not 
exceed $12,000. 
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The following results are based on the performance of 
cohorts of children entering the Pre-kindergarten Head Start 
Program who were tracked from kindergarten through grade 
eleven. At the time of its assessment, 12 cohorts have 
entered kindergarten; 11 cohorts have entered first grade 
through grade eleven. 
In math, across grades K-3, 90% of the cohorts 
have equaled/exceeded national norm expectations, 
many cohorts have had at least 40% at/above the 
national 50th percentile in grades four and five. 
In reading, across grades K-2, 82% of the cohorts 
have equaled/exceeded national norm expectations? 
a number of cohorts have had at least 40% at/above 
the national 50th percentile in grade three. It 
has been observed that there is a decline in upper 
qrade performance for graduates of this poverty 
level program. 
Besides the above data, a recent study of two cohorts 
at the grades 4 and 5 level found that "graduates” had 
notably less incidence of grade retention and assignment to 
special education than other students in the system. The 
Philadelphia School District is convinced that its early 
structured intervention programs are better preparing 
children for school intellectually and socially (McNamara, 
1987) . 
2.2.1.3 Louisiana 
The Louisiana State Department of Education has 
conducted studies of its Early Childhood Development 
Programs over a three-year period of time of former program 
participants. Such assessment results were provided by 
kindergarten, first grade, and second grade teachers. These 
assessments were made through the completion of the Early 
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Childhood Development Program Follow-up Study Instrument 
adapted from the Statewide Evaluation of Early Education 
Programs for Handicapped Children in Louisiana. 
One aspect of the study of former early childhood 
program participants focused on the actual grade-level 
progression of such students through the regular school 
program. The information received indicates that overall, 
93.6 percent of these program graduates are on-line with 
their peers in terms of their current grade-level 
enrollment. Correspondingly, the other 6.4 percent have 
fallen behind their peers. 
A seconu aspect of the study of former early childhood 
program pa-»-ticipants focused on the classroom performance of 
these students compared with that of the 1987-88 
kindergarten, first grade, and second grade peers. Factors 
assessed in the rating included: (1) cognitive development, 
(2) degree of independence, (3) social development, (4) 
receptive communication, (5) expressive communication, (6) 
fine motor development, and (7) gross motor development. 
Examination of the data reveals that 75.6 of the former 
early childhood program participants currently in 
kindergarten (1987-88) received ratings of at least on line 
with class average in each of six developmental areas. In 
the area of gross motor skills development, 89.9 percent 
were on line. Among program graduates in first grade during 
1987-88, at least 76.5 percent were on line with class 
average in each of six areas. In the area of gross motor 
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skills, 93.6 percent were on line. For the current second 
grade students (1987-88), at least 70.8 percent were 
assessed as on line with class average or above, with 87.5 
percent in the area of gross motor skills development. The 
State of Louisiana has concluded that good early childhood 
programs have been shown to be successful in helping high- 
risk children overcome some of the effects of poverty 
(Louisiana State Department of Education, 1988). 
2.2.1.4 Mother-Child Home Program 
The Mother-Child Home Program began in 1965 by the 
Verbal Interaction Project, a consortium program funded by 
federal and private grants. It is a home-based intervention 
program designed to reach children from poor families 
between the ages of two and four years. The major focus of 
the program is on the mother, rather than on the child. 
The authors of the program theorize that the difference 
made in a child's school readiness begins at age 2-4 years 
and is predicated on (1) the verbal interaction between the 
child and the parent, (2) the quality of the interaction, 
and (3) the level of self-esteem of the parent. 
The program itself consists of 46 one-half hour home 
visits during a 23-week period of time between October and 
May. A Toy Demonstrator brings a new toy or book to the 
first session of the week and shows techniques for 
conversation and other interaction around it. The second 
home session during the week is used to review the toy or 
book introduced at the first session. Each program year, 
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twelve books and eleven toys are presented to the mother to 
give to her child. The parent is taught how to verbally 
interact with his/her child. 
Analysis has been made over time of individual student 
progress through school who have been part of the Verbal 
Interaction Project. Two such tracings were made of two 
girls and their mothers for six years. Both children had 
started off at the age of two with almost identical IQs at 
the low end of the average range. At the end of the two- 
year program, when they were each almost four years old, one 
child achieved an IQ of 105 and the other an IQ of 109. It 
was determined that their IQs «ere 15 points above those 
found to be typical for four-year-olds of their socio¬ 
economic status. It was further determined that near the 
end of second grade, both students produced age-normal 
reading, arithmetic, and IQ scores. 
In Pittsfield, Massachusetts, a group of 78 program 
graduates were evaluated for IQs, and third grade reading 
and arithmetic skills. These graduates not only surpassed 
those of the control group, but they were well above the 
scores to be expected. Fewer than a third of the program 
graduates had severe school problems. Fewer than 12 percent 
had been placed in special classes for slow learners 
(Levenstein, 1988). 
2.2.1.5 Migrant Education Programs 
Of great importance to a select group of high-risk 
students is the Migrant Education Program - a program 
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designed and funded under Chapter I of the Educational 
Consolidation and Improvement Act (ECIA) of 1982 to service 
more than 750,000 identified migrant students who are 
enrolled in over 25,000 migrant school programs (Project 
Clover, Computer Link Offering Variable Educational Records, 
1985). 
This unique program has evolved through a series of 
Congressional Acts to give protection and provide basic 
services to children of migrant workers. The Office of 
Education defines as migrant: 
Those persons who have moved from one school 
district to another in the same state or to one in 
another state for the purpose of finding temporary 
or seasonal employment in one or more agricultural 
activities (Migrant Education Fact Sheets and Mini 
Reviews, 1980). 
The migrant infant and preschooler usually does 
not have bed, clothes, or toys that belong to him 
alone. He is not afforded the opportunity to 
become familiar with a particular environment that 
can be recognized as home. There tends to be 
little regularity in the daily routines of 
sleeping, eating, and playing. This discontinu¬ 
ation affects every aspect of the young child's 
life (Patricia Chapman, p. 1) 
Rasp and Plato (1988) stated that "under federal law, 
an identified migrant child is eligible for program services 
for up to five years after the family no longer moves to 
engage in farm work" (p. 16). 
One of the first laws to affect such children was 
passed in 1938 to provide protection services for migrant 
farm workers through legislation. The Fair Labor Standards 
Act established minimum wages and child labor guidelines. 
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Since that time, Congress has passed a series of laws 
providing categorical services for the migrants and their 
families. 
Each state with a documented migrant student population 
may obtain federal funds to serve migrant children. A 
state*s grant award is based on the number of documented 
eligible children. Such gualifying states must present a 
comprehensive plan to meet the educational health and 
nutritional needs of the migrant children (Rasp & Plato, 
1988). 
Many programs have been designed and proven effective 
in serving migrant students. One such program is the Early 
Prevention of School Failure Program, which targets students 
ages four to six years old. Students are screened to 
identify their developmental levels in five modality areas: 
auditory, visual, language, fine motor, and gross motor. 
They have an educational activities plan developed 
especially for them by their teachers. They are evaluated 
as to their progress in modality instruction at the end of 
the year or summer. Parents are expected to work with their 
child to enforce modality instruction (Werner, 1971). 
The Massachusetts Department of Education has suggested 
the development of an early childhood program for three- and 
four-year-olds in addition to the special needs classes 
already established. Such classes are intended to provide a 
strong foundation for children to fully develop their 
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cognitive, language, emotional, and social skills (Dunn, 
1990). 
2.3 Conditions in Society That Affect Learning Readiness 
2.3.1 Changing Needs 
In the past two decades, our country has been involved 
in a broad educational reform movement in response to the 
needs of a changing society. Two significant changes have 
taken place that affect the individual child and his/her 
learning. These changes are in the workforce and in the 
family. 
2.3.2 Changes in the Workforce 
The workforce has moved from one of an industrial base 
to one of high technology and information. The Hudson 
Institute Report (1987) stated that the average years of 
schooling required for most jobs will increase. New jobs 
will have a median education requirement of 13.5 years of 
school. Thirty percent of the new jobs will require four 
years or more of college. Jones and Maloy (1988) added that 
this new workforce will require people to work independent¬ 
ly, responsibly, and with great accuracy. They will be 
expected to complete responsibilities without directives and 
supervision. 
All of this has great significance in light of the fact 
that today our country is being challenged competitively as 
never before by new world markets that are responding to 
productive demands and new technologies. American 
productivity is experiencing a steady decline in comparison 
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to Japan and Western Europe (Bergsten, 1988). To prevent 
further erosion, U.S. firms will have to become more 
productive. To do this, companies will have to employ the 
most sophisticated technologies and work organizations 
available. For this to happen, the world of work in the 
U.S. must be substantially changed along with a total new 
look in education to address the needed changes in the world 
of work (Education and the Economic Challenge. NEA, 1989). 
Richard Walton (MIT, 1985), stated that this new work 
revolution will demand a new commitment strategy that will 
look nothing like the control strategies of the past century 
with its large number of single repetitive tasks and 
individual accountability. These new strategies will 
require more reasoning skills, more language and math 
skills, along with the ability for employees to be more 
self-directed and involved in the decision-making process of 
the workplace. The need for new strategies and skills will 
tie education more closely to the job market. Singlemann 
and Tienda (1985) further stated that our economy in the 
United States is already shifting towards services and high 
technology away from the repetitive tasks of the past 
industrial and manufacturing workplace. 
With this new work revolution already in process, the 
nation is facing a harsh demographic reality that won't go 
away. Due to the high dropout rates in our nation's 
secondary schools, and urban schools in particular, the 
supply of new workers aged 16 to 24 is dwindling. Research 
23 
estimates that it will decrease by 10 percent in the next 15 
years (Perry, 1988). Employers will have to reach into the 
ranks of the less qualified to get their entry-level work 
force. An increasing number of workers will come from 
groups of people whose development has historically been 
neglected (Carnevale et al.. 1988). The present 47% of the 
white males in the workforce as of 1985 will represent only 
15% of new entrants by the year 2000. The higher percentage 
of new entrants will be U.S.-born white females, minority 
groups, and immigrants. In 1985, they represented only 17%. 
By the year 2000, their representation will increase to 43% 
(Nussbaum, 1988). 
C. William Verity, former chairman of Armco Steel and 
Secretary of Commerce in the Reagan Administration, states, 
"Probably for the first time in our history, we have the 
problem of hiring new entrants into the labor force who are 
capable of performing the work they are hired for" (Business 
and the Schools. 1989, p. iv). 
According to the National Center for Educational 
Statistics, an estimated 27.4% of our nation's students drop 
out of school before high school graduation. These 
statistics are supported by a survey done by Ginsberg, 
Berliner, and Ostow (1988), which states that the proportion 
of school dropouts among minorities and whites in the urban 
setting remains at 50% for minorities and 15% for whites 
nationally in spite of prevention efforts made. Such 
students leave school with few basic competencies and are 
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not prepared to work in industrial settings that demand not 
only basic educational skills but also skills for advanced 
technological work environments which require an increasing 
literate population and offers far fewer viable jobs for the 
uneducated and unskilled. 
The Commission on Excellence in Education (1983), in 
its report on the quality of education in the United States, 
said that, due to an increase in mediocrity in education 
today, the average graduate of our schools and colleges is 
not as well-educated as the average graduate of 25-35 years 
ago. More students are graduating from the nation's high 
schools than ever before, yet, due to the lack of 
preparation, many high school graduates cannot meet entry- 
level job requirements. Skills and work habits are below 
the level needed for acceptable productivity on the job. 
Such students do not know how to learn, how to solve 
problems, make decisions, or set priorities. "Many high 
school graduates are virtually unemployable" (The Committee 
for Economic Development, 1985, p. 2). 
2.3.3 Changes in the Family 
The second major change has taken place in the family. 
Many family units have moved rapidly from a biosocial 
family system — one of a husband-wife, father-child, 
mother-child dyad subsystem with its larger subsystems 
composed of brothers, sisters, aunts, uncles, grandparents, 
and other family members — to a family system characterized 
as monosocial — one of a single-parent dyad composed of 
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mother-child or father-child, child-child, child-friend, 
child-electronic system (T.V., radio, etc.) or child without 
a dyad system, a loner. Many of these single-parent dyads 
are young teenage mothers between the ages of 15 and 17 (36 
out of 1000 women are in this age group) (Center for 
Population Options, 1990). 
In addition to the structured change of the family, 
increasing numbers of mothers are working full or part time 
outside the home (Zill, 1988). National statistics 
reported: 
65 percent (21.5 million women) with children 
under age 18 work or are currently looking for 
work. 
51 percent of children under age 6 have mothers 
who work either full or part time. 
- 42 percent of children ages 5-13 whose mothers 
work spend time after school without supervision; 
of these, 1 in 10 was unsupervised 3 or more hours 
(Department of Education, 1989). 
In many families where there is a single working 
parent, children get themselves up in the morning for 
school, prepare their own meals, spend many hours alone 
after school, and care for most of their bodily needs. 
Despite stereotypes, it is not just the poor children 
or the millions more in moderate income families who are 
struggling with basic needs. A growing number of privileged 
youth are also included in the statistics that state that 
there are growing parallels between children of urban rich 
and urban poor. Both suffer from broken homes and absentee 
parents. 
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The magnitude of change in the family systems directly 
affect both the needs of the child and the mission of the 
school (Mellman & Lazarus, Inc., 1990). With the changes in 
both the family and the workforce has come a child with a 
different set of values and needs than in the past (U.S. 
Department of Education, 1990). The need to be nurtured and 
cared for is ever present, but, in many cases, is not 
addressed. 
Friedman (1973) likened the developmental progression 
of a family group in somewhat the same way that Erikson 
described the psychosocial development of infants. He 
stated there are basically five developmental stages: 
(1) commitment between two individuals and their 
procreations. A crucial outcome of this phase of 
primary commitment is the working together, open 
to and responding to the dependency needs in each 
other. This carries over in the 
(2) nurturing stage, which insures everyone's 
survival. This stage includes caring for the 
basic elements of the individuals in the family. 
These are the attachment behaviors. Every 
behavior sets off reciprocal responses which is 
the basis of mutuality and basic trust. This is a 
reciprocal interactional system with feedback 
going on all the time. This is a total family 
experience. When this process is a positive one, 
the results are warmth and growth in the family 
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unit. It produces feedback to each participant. 
The function of this nurturing stage, good or bad, 
enhances or depletes the successive stages of 
family development. If this nurturing stage 
falters, a generalized feeling of distance between 
family members results which affects all other 
stages. Coolness and detachment between family 
members produces a closing down of learning and 
exploration. They resist new experiences as well 
as the sharing of thoughts and ideas. When there 
is a severe absence of nurturing, the resulting 
problems are so complex that professional 
intervention must settle for small gains. 
(3) Autonomy allows each family member to be 
recognized as a person in his/her own right. 
Interpersonal warmth in the nurturing phase and 
genuine working together, affect the evolution of 
autonomy. In a successfully functioning family, 
positive accommodations and supportive reactions 
by family members pave the way for success as 
individuals in the educational process. 
(4) Eao Mastery is concerned with communication, 
conflicts, goal-setting, basically the 
interactions of the family as they support each 
other and realize growth collectively and 
individually. 
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(5) Middle Years of the Family is the phase when 
children and parents move out into the world. The 
household very much remains the center of the 
family. 
Phyllis Levenstein (1988) stated, "The family is the 
cornerstone of our society. More than any other force, it 
shapes the attitude, the hope, the ambitions, and the values 
of the child" (p. 36), and ultimately the needs of the 
workforce. It is little wonder that a major goal of 
education today is the involvement of parents to actively 
participate in a partnership capacity with teachers and the 
schools. 
2.4 History of Family Involvement in Education 
Historically, parents have been involved in the 
education of their children. Formal education took place in 
cultures of ancient civilizations of Babylonia, Egypt, 
India, China, and Persia. The purpose of education in such 
cultures was to preserve order in communities of mankind and 
to maintain a stable society. Parents were actively 
involved in the selection of teachers and the education of 
their children (Berger, 1981). For thousands of years, 
society's important customs, rules, values, and laws were 
learned and internalized by children so that they could 
function within their cultural groups. Civilizations found 
this process of socialization to be critical for children to 
develop into functioning human beings as defined by the 
culture in which they lived. 
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In the New World, the families became cohesive social 
entities. Puritan families developed strong family patterns 
with rigid goals and guidelines. As early as the 1700s, the 
modem school was created for the instruction of the young 
carefully regulated and insulated from the rest of society 
by parents (Silberman, 1971). 
After the war of 1812, families became more and more 
interested in child-rearing and moral values and the 
education of such. Much was published on the importance of 
the mother*s role in the upbringing of the child. Mothers' 
study groups were formed all over the country, discussing 
methods of child-tearing and discipline. Fathers were 
basically not involved in such movements. 
The modern parent education movement began in the 1880s 
and 1890s. During this period, the National Congress of 
Mothers (PTA), the Child Study Association, and the American 
Association of University Women were formed for the purpose 
of addressing child development and bringing the best in 
education to all children. The National Government became 
involved in family life in 1909 with its first White House 
Conference on Care of Dependent Children. After this time, 
there came a gentle evolution of addressing the various 
needs of the child. 
The 1890s and the first decade of the twentieth century 
were centered around the family with defined roles for each 
family member. Father's responsibility was to be engaged in 
outside employment while mother controlled the home. 
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Available to both rich and poor alike were outside 
organizations for mothers, such as women*s clubs and 
settlement house organizations and free kindergarten 
organizations. 
A very important thread from the 1890s until 1950 was 
the tremendous amount of interest in raising children. The 
home environment was recognized as the most important place 
where character-building is formed. Mothers were portrayed 
with certain characteristics which children were to model 
after. During this period of time, PTA Associations grew 
from 60,000 to several million (Stendler, 1950). 
In the first and second decades of the twentieth 
century, through the Ame-* ican Home Economics Association, 
parent education was prominent through college, public 
schools, and extension programs emphasizing home management 
relating to homemaking and parenthood which included child 
development and family enrichment. 
In the 1930s, parent education was a high priority 
across the United States. The Pennsylvania Department of 
Public Instruction (1935), in its aims and objectives, 
stated that one goal was "to give an opportunity to consider 
civic problems affecting family living and relations of 
these problems to social and economic life in the 
community." 
During the 1950s, PTA membership was more than 9 
million, with thousands of parent study groups. Parents 
were involved with the schools as room-parents, fund- 
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raisers, and advocates for every aspect of the school. 
During this time, concern was for mental health as evidenced 
by the writings on the social-emotional growth by Erikson 
(1950) as well as Benjamin Spock (1976), physician, who 
advocated "meeting the demands of the child." 
The late 1950s and 1960s were concerned with the 
intellectual development of the young. It was during this 
time that sweeping changes were brought about by the 
migration from rural communities to urban settings. The 
Civil Rights Act of 1964 had great influence on the role of 
women and minorities. More women entered the workforce and 
many more women became single, working parents raising 
families. The federal government, in its initiative to 
address its "War on Poverty," and the diverse cultural 
backgrounds, created the first Head Start Program with its 
aid to give disadvantaged students a head start on school. 
This decade closed with greater emphasis on parent 
involvement and education for low socio-economic families 
than in any other era. 
The 1970s were characterized by programs for children 
with special needs, gender referrals in texts, mass media, 
affluence, the fast pace of life, employment of both 
parents, the early maturation of children along with the 
rapid change in values and customs. Teenage pregnancies 
escalated and, with this, many young parents lacking 
parenting skills. Attention by the federal government 
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continued to focus on the total family rather than on the 
individual child. 
Emphasis in the 1980s was on the total child — 
emotional, social,4intellectual, and physical (Berger, 
1981). 
The 1990s are involved in a reform movement that is 
restructuring educational curriculum, implementation, and 
school organization to affect a vastly changing society. 
Families, community organizations, and businesses have been 
invited to participate in this reform movement for change. 
Such changes not only address student and families' needs, 
but also the world-of-work with its demand for technological 
education. 
In response to a lecture delivered in 1899 by John 
Dewey concerning curriculum change, Fantini (1984) said, 
"The school must assume changing responsibilities as the 
shape and form of society changes." These changing 
responsibilities go beyond the chalkboard and paper 
exercises today to include the care for emotional and 
physical needs in order that the process of education can be 
realized. The extent of the needs that a child brings with 
him/her to the educational setting too often determines the 
child's readiness to participate in the school culture. 
The School Commission (SOU, 1961) stated that school 
readiness is determined on the basis of the demands made by 
the school and the adaptation a child makes to those demands 
as they relate to instruction. Such readiness signifies 
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that a child*s developmental process has progressed to a 
level which insures appropriate responses to demands made by 
the classroom instructor (Olson, 1959). 
2.5 Agencies of Intervention 
2.5.1 Partnerships 
Over the past decade, corporations and the community 
have renewed their interest in education. This new interest 
has broadened greatly in response to the National Report, "A 
Nation at Risk" (U.S. Education Department, 1983) with its 
call for reform in our educational programs. Business and 
the community organizations have responded to this call by 
developing collaborative relations with educational 
institutions to address many needs. Such partnerships 
include not only local public schools but also institutions 
of higher learning (Jones & Maloy, 1988). Seeley (1985) 
stated that these partnerships have become part of the 
framework of this reform movement. They have provided 
volunteers to tutor basic skills, have provided money for 
school supplies and incentives to stay in school, and 
employment for at-risk students on weekends and during the 
summer, sharing the challenges of the work-a-day world, 
providing on-the-job training and exposing them to the job 
possibilities of the future. 
The involvement of business in education is not new. 
In the early part of the 20th century, the educational 
policy makers, i.e., school board members, were businessmen 
who managed the public schools, modeled on business 
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management. Business interest in public education 
diminished after World War II. Time, interest, and money 
focused on colleges and universities (Timpane, 1984). 
Renewed interest in public education by business has only 
recently emerged. Timpane has asserted that change in the 
labor supply has been the most significant reason for this 
renewed interest. This renewed linkage of business with 
public education is more participatory, providing expertise 
and direction for both school programs and the management of 
such programs. Nowhere is this more important than in the 
nation's urban schools where as many as 50 percent drop out 
of the high school without completing 12th grade (Weelock, 
1988). The dropout statistics are significant in light of 
the projected decline of new entrants to the workforce 
itself — 10 percent in the next 15 years (Perry, 1988) — 
and the fact that most jobs over the next 15 years will 
require some form of education beyond high school. The 
enhancement of existing programs and the addition of new 
programs demand that public interest coalitions be built 
among business, labor, parents, community organizations, and 
the educational community. 
Barber and McClellan (1987) stated that these 
coalitions must assume a basic common goal of students 
completing high school with not only the basic educational 
skills learned, but also other vocational skills that will 
aid in production in our American economy and society. 
Educational systems working to address the dropout dilemma. 
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poor school attendance and minimum academic competency are 
quickly realizing that conventional education and 
remediation are not by themselves effective for many of our 
youth today. Jonep and Haloy (1988) add that nowhere are 
these partnerships more important than working with such 
populations. 
Fantini (1984) stated that the United States appears to 
be in a period of conversion from the schoolhouse-based 
education to one of community education where the school is 
linked to other agents of socialization and to resources in 
the community. This new group of "educators" is from human 
service organizations, schools of higher education, 
business, and industry. This new mentality of collaboration 
is evolving to address needs not only in education but also 
in those other service and community organizations. Such 
partnerships, which empower teachers and improve schools, 
also fill those needs that the various organizations bring 
to the partnerships. 
Today, collaborative efforts reach beyond this "we 
need/you have" state of partnership development to see the 
larger picture of need and purpose. As the larger picture 
is addressed, organizations develop missions and objectives - 
around their own purpose (Jones & Maloy, 1988). 
According to Purkey and Smith (1983), this 
collaborative approach assumes that chanaincr pcboojp r*»miire 
changing people*s behavior and attitudes as well as school 
organizations and norms. These collaborative activities 
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with their mixtures of insider/outsider perspectives and 
flexible mandates for improvements, open possibilities for 
positive interactions (Jones & Maloy, 1988). 
2.5.2 Presidential Involvement in Partnerships 
In 1981, President Reagan created the Task Force on 
Private Sector Initiatives (PSI) with a strong 
recommendation that public-private partnerships in American 
education be developed. This National Task Force on 
Education for Economic Growth was created specifically to 
address educational issues that would stimulate the 
development of more effective linkages between education and 
the world of work (Greene & Manchesani, 1983). 
The President, in 1984, designated this year to be the 
National Year of Partnerships in Education. The National 
Education Committee sponsored the first National Symposium 
on Partnerships in Education (Lewis, 1986) to give direction 
in the creation of collaboratives. In 1985, a second 
Symposium on Partnerships in Education was sponsored. In 
response to the national initiatives and the needs of both 
public and private organizations, hundreds of public schools 
entered into a multitude of formal agreements with outside 
organizations. 
Theodore Brophy, Chairman of the GTE Corporation 
(1987), stated, 
It is clear that the nation as a whole and the 
business community in particular has a tremendous 
stake in the quality of public school education. 
Business is, after all, the major consumer of our 
schools1 products and often bears the cost of 
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remedying the failures of professional educators 
(p. 7). 
Susan Freedman, Massachusetts Department of Education 
(1989), states that Industry-Education partnerships are 
making an impact on school populations and in urban 
communities by exploring career options and giving attention 
to more realistic world-of-work settings. They look at 
causes of problems, offer solutions, and roll up their 
sleeves to help move students into a more positive direction 
for not only today but for meaningful existence in the near 
future. 
2.5.3 Partnership Initiations 
School-business partnerships begin in a variety of 
ways. Most often, they are school initiated. The National 
Center for Education Statistics (1989) reported the 
following for initiations of Education Partnerships for 
1987-88: 
32% Principal 
17% Teacher 
15% Sponsor 
- 14% District Partnership Coordinator 
12% District Superintendent 
9% Other. 
2.5.4 Partnership Organizations 
In many communities, most of the current partnerships 
are often organized and managed by an umbrella organization 
in a school district. Such organization includes a 
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director-coordinator-program administrator who has some 
support staff. Under this umbrella, a variety of multi¬ 
dimensional partnerships take form, depending on the program 
formats. The most common formats are: adopt-a-school, 
volunteer programs, school-business, university-school, 
civic-school organization alliances, foundations plus a 
variety of others. 
Interested parties indicate to the umbrella organi¬ 
zation the kind of participation and contribution they wish 
to make. A school is then matched with one business, 
community organization or civic agency. The match depends 
on the scope of the project in the school setting and the 
breadth and depth of resources available from the joining 
partner to meet the needs of the project. 
The key to success in the creation of this larger 
partnership endeavor which becomes the umbrella for all 
subsequent partnerships is the quality of these initial 
planning efforts. They address such things as format, goals 
and objectives, general program, staffing, initial needs and 
resources (Otterbourg, 1986). 
A multi-district collaborative involves a number of 
organizations and school districts. The board of directors 
< 
consists of a representative from each member organization. 
These representative members from the schools and 
corporations represent various levels of decision-making 
power within their respective organizations. Representing 
their sectors, they make decisions for the collaborative. 
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In those school systems where an umbrella organization 
does not exist or where the school is not involved in a 
multi-district collaborative, partnership efforts may be 
initiated by the Superintendent of Schools, directors of 
vocational and community education, higher education 
institutions, or business and professional organizations. 
These interested partners come together to form a planning 
team. They set goals and objectives, design a program of 
action, designate staff needed and resources required 
(Otterbourg, 1986). 
The current wave of educational reform has seen the 
aevelopment of a new partnership. It is known as the Hsite 
based management team," based on James Comer's school 
development program involving all schools in a school 
district, shared decision-making by all staff members, and 
inviting collaboration with parents in students' academic 
and social development. This collaboration is organized to 
redesign, set goals, and monitor an entire school (New York 
Times. September 3, 1989: 1, 8). 
In most large city systems that have moved to a site- 
based management process, such initiatives are top-down 
mandated. It is a collaboration of principal, teachers, 
parents, and community representatives which could be from 
business, higher education, or other community 
organizations. 
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2.5.5 Basic Characteristics of School Partnerships 
Successful school partnerships have several basic 
characteristics (Gold, Jung, & Bushnell, 1982). 
1. All members of the collaborative are involved as 
equal members; 
2. The group itself sets the agenda; 
3. The collaborative is action oriented; 
4. Partnership members share the responsibility for 
decision-making and implementation of the 
partnership agenda; and 
5. The partnership organizational structure is formal 
yet flexible (Massachusetts Department of 
Education, 1983). 
Timothy Kilduff (1984) further stated that these 
partnerships have the support of the key decision-makers in 
each organization and they involve many diverse levels 
within each organization. These diverse members work at the 
job of collaboration. Roles and responsibilities of each 
member are clearly defined. They set both long- and short¬ 
term goals with clearly defined projects that allow them to 
have small successes from which to build (Bank of New 
England, 1984). 
Jones and Maloy (1988) cited partnerships between 
schools and other organizations as a "series of shared 
incentives and interactive endeavors that create organi¬ 
zational subcultures that exist outside of the direct 
control of the participating institutions" (p. Ill). These 
interactive approaches allow teachers and other 
organizational participants to generate mutual learning 
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processes. As the partnership continues, communication on a 
personal and process level is enriched. Individual par¬ 
ticipants, through their interaction in the partnership 
develop new relationships. 
Goodlad (1984) stated that the most significant changes 
occur when two cultures bump against one another. These 
collaborative initiatives generate new energies, new ideas, 
and new solutions that come only through the respective 
partnership designs of partners, goals, arid structures — 
indeed "bumping up against one another," each with its own 
distinct agenda, interests, and dreams. 
The organization, the development and the management of 
the partnership is critically important to the success of 
the partnership venture. Most often, the local school is 
the site where interaction takes place between the partners 
and such necessary organization meetings. The partnership 
group, the "intergroup system" (Greene, 1986, p. 1), is 
where the basic work of the community partnership takes 
place. It is at this level of intergroup dynamics that 
hammers out the process that will take place in order to 
accomplish goals that have been set and to realize end 
results. Individuals in the partnership come to the circle 
with their own set of dreams, goals, experiences, biases, 
and fears. It is the "bumping up against one another" that 
Goodlad speaks of that begins to change the individuals into 
a working unit. The methods used for each organization will 
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depend on the mission and goals, the personnel involved, and 
the resources to realize such goals. 
2.5.6 Partnership Levels 
The National Alliance of Business (NAB, 1987) stated 
that partnerships between the private sector, business, and 
education operate at a number of levels. 
1. Policy Level. A collaboration that takes place among 
businesses, schools, and public officials to bring 
about changes in legislation or governance and affect 
the overall direction of the educational system. 
2. Systematic Educational Improvement Level. These 
partnerships involve businesspeople, educational 
personnel, and community leaders that work to identify 
needed reforms in the educational system and work 
through the process to make these reforms happen. 
3. Management Level. This level provides school officials 
with management support and business expertise to 
address such areas as labor management relations, plant 
and equipment issues, productivity, strategic planning, 
and public relations. 
4. Teacher Training and Development Level. Collabora¬ 
tions that provide opportunities for teachers and 
counselors to update, upgrade, or maintain needed 
skills for today's educational settings. 
5. Partners-in-the-Classroom Level. Volunteers from 
business, the community organizations, and institutions 
of higher learning go directly to the individual 
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schools and classrooms to work with students on 
academic areas, readiness skills, and also give 
financial support where needed. 
6. Partners in Special Services. This partnership 
provides short-term project or student-specific 
activities or resources to help with a specific problem 
or need. This partnership can include both financial 
and staff support. It is generally confined to one 
school, one teacher, or one class with very little 
business or community time and money. 
Partnerships are created between business and the 
school for a variety of reasons. Two schools, cited below, 
have strong school-business partnerships that work with 
individual high risk students as a means to school success 
and ultimately to high school graduation. 
2.5.7 Mass Mutual Partnership 
During the academic school years 1986-1988, a 
partnership was formed between Bridge Academy and the 
Massachusetts Mutual Life Insurance Company. The purpose of 
the partnership was to deal with the "at-risk of failure" 
student population enrolled at Bridge Academy and to 
intervene with strategies to enhance the self-esteem of 
those students. Projects and activities generated by the 
collaborative encompassed three general categories: (1) 
activities or resources for the staff; (2) activities, 
resources for the students? (3) activities, resources, or 
equipment for the entire school. 
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Summary of the partnership report stated that the 
students who remained at Bridge Academy until the end of the 
academic year increased their GPA, slightly decreased their 
absentee rates, had lower suspension rates than the transfer 
or drop-out students, and exhibited a general increase in 
their self-concept (Mushok, 1989). 
The Mass Mutual-Bridge Academy Partnership is one of 
the very few partnership programs that, to any great extent, 
provides outcome statistics. Little effort has been made to 
assess the effects of partnerships on education (Erickson, 
1989) . 
2.5.8 The Peninsula Academies 
In Berkeley, California, a special project entitled The 
Peninsula Academies was specifically designed to address at- 
risk high school students. The project is a school-business 
partnership financially in collaboration with the state of 
California, the school district, and several cooperating 
companies. It is a three-year high school program combining 
academic and technical training in a "school-within-a- 
school” setting. It is designed to provide students with 
incentives to graduate and to acquire labor-market skills. 
One of the targeted areas is for the improvement of 
attendance. 
Comparison analysis of attendance of the Academy 
students over a two-year period of time demonstrated an 
improved attendance rate of 5%-15% (1984-1985). Student 
grade-point average increased by more than one point. It 
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was also reported that student attitudes toward school and 
their self-esteen improved significantly. 
The strengths of the program were the school-within-a- 
school structure in which students were given a home base 
and strong support along with high standards, challenges and 
incentives to graduate. The program also had a combination 
of academic and technical training. The school-business 
partnership allowed teamwork between the high school and 
cooperating companies, provided youth with training, 
mentors, and jobs. The companies were provided with needed 
employees (Dayton, 1987). 
2.6 School Volunteers 
Volunteering is an important part of the framework of 
society in the United States. In 1987, over 80 million 
Americans volunteered their time and talents to assist 
others (Independent Sector, 1988). Of these 80 million 
Americans, 1.3 million people participated as school 
volunteers (National Center for Educational Statistics, 
1988). In a large city school system such as Chicago, with 
over 400,000 students and a staff of 40,000, over 12,000 
school volunteers can be found working with students, 
teachers, and programs. Statistical evidence points to the 
fact that the number of school volunteers is increasing as 
well as the varied organizations they represent. 
According to statistics compiled by the National Center 
for Educational Statistics (NCES) (1990), the use of these 
school volunteers varies greatly, depending on school size 
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and maXe-up of school population. Schools with snail 
enrollments — fewer than 150 — who were serviced by 
volunteers reported an average of 7 volunteers per school. 
Approximately 75% of all elementary schools have volunteers 
vs. 50% at the secondary level (National School Volunteer 
Program, 1983). 
The role of these school volunteers throughout the 
nation in all activities is to supplement rather than 
supplant professional school personnel. "Their tasks are to 
augment and enrich the teaching and other activities in 
schools and classrooms" (NSC, 1988). 
The impact on the lives of students with whom 
volunteers spend time is evidenced by outcome results in 
academic achievement, increased school attendance, fewer 
dropouts, and additional vocational skills. The Peninsula 
Academies in Berkeley, California, a collaboration between a 
local high school and business volunteers, reported that 
gains made through efforts of volunteers in a school- 
business partnership led to gains made in all areas (Dayton, 
1987). The Bridge Academy program, a collaboration between 
an alternative high school and a local business, showed 
gains made in grade point average, fewer suspensions, and a 
decrease in the absentee rate for those students who 
remained enrolled at the school (Mushok, 1989). 
It should be noted, however, that the committee from 
the National Research Council on Volunteering stated that 
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evaluation of student or program outcomes is a 
problem for school volunteer programs. Research 
into the effects of volunteers on student academic 
achievement is often complicated because of mixed 
program objectives. Educators are generally 
reluctant to ascribe educational change to any one 
factor, pointing out that many influences on 
students occur at the same time, including, for 
example, improved curriculum, skillful teaching, 
or parental support. It is, therefore, often 
difficult to identify and measure the contribution 
of volunteer intervention to academic improvement 
(p. 37). 
2.6.1 History of School Volunteers 
Organized efforts to bring parents and the community 
into schools as unpaid helpers began in the 1950s in New 
York City. These initiatives were established to work with 
students whose native language was other than English. 
These successful efforts broadened to include students with 
physical handicaps and those from poverty-level homes. 
In 1956, organized efforts were made to train and 
maintain this group of volunteers tutoring students in 
English as a second language. In 1959, the Ford Foundation 
gave to New York City $80,000 to expand their school 
volunteer program to include improved recruitment, training 
for volunteers and better utilization of their services. In 
1964, the Ford Foundation again granted monies, this time to 
create an independent National School Volunteer Program in 
an effort to convene national meetings, provide technical 
assistance to new programs, and to facilitate the exchange 
of information between volunteer programs in school 
districts around the country. 
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In 1975 and 1976, the Edna McConnell Clark Foundation 
granted monies to the National Volunteers Program to 
establish a new national office and hire an executive 
director with a small staff in Alexandria, Virginia. 
Throughout the 1970s and 1980s, organized volunteer programs 
were established in many cities and towns all over the 
country (National Research Council, 1990). 
In 1983, as a result of the U.S. Department of 
Education report, A Nation at Risk, the number of school 
volunteers increased greatly through the efforts of business 
and community organizations. Out of these new community 
volunteer initiatives came the partnership movement with 
cooperative arrangements between business, community 
organizations, higher education, and the public schools. 
In 1988, the National School Volunteers Program, Inc., 
merged with the National Symposium on Partnerships in 
Education to form the National Association of Partners in 
Educational (National Research Council, 1990). 
2.6.2 Characteristics of Volunteers 
Today, a greater proportion of our country's population 
is involved in volunteering and giving than at any other 
time in our nation's history. With this increase comes a 
larger base of participants. Survey data showed that there 
are more young people, more men, and more older people. The 
kinds of people who volunteer in school are: 
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Parents 33% 
Older Citizens 24% 
Students 21% 
Business Employees 18% 
Others 4% (NSVP Annual Report, 1983). 
Every economic group is involved. Many volunteers have 
problems themselves. They are new participants in the 
mutual help movement, one of the fastest growing sections of 
the volunteer organization. 0*Connell and O'Connell (1989) 
stated, "For almost every problem there are a group of 
people who have weathered the storm and are reaching out to 
others" (p. 4). 
Traditionally, women were the volunteers in society at 
the beginning of the 19th century. They worked on many 
social and domestic needs without pay. Statistics show that 
although an increasing number of women are entering the 
workforce, more women continue to volunteer than men. 
Surveys show that the woman who works for pay is more likely 
to volunteer than the woman who does not (O'Connell & 
O'Connell, 1989). 
deCombray (1987) stated that the degree of volunteering 
increases with education and income. Comparison statistics 
show that 65% of college graduates vs. 46% of high school 
graduates volunteer; also, 60% of people with annual 
household incomes of $40,000 vs. 40% of those with incomes 
under $10,000 tend to volunteer. 
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People who volunteer today tend to be involved in more 
than one cause and several different activities. They are 
more likely to be involved in advocacy and activism with 
various forms of active citizen participation. 
Daniels (1988) states that volunteer efforts are 
important in communities that are experiencing crisis and 
changing problems. Existing institutions require assistance 
and modifications that volunteer services give, ultimately 
giving to society the flexibility to meet the changing 
conditions. 
A study made by Rosenthal and Rosnow (1975) on The 
Volunteer Subject identified a number of characteristics 
that were found in volunteer subjects. Such subjects were 
solicited to participate in a number of survey research 
projects. Following are a few of these characteristics: 
1. Volunteers tend to be better educated than 
nonvolunteers. 
2. Volunteers tend to have higher social class status than 
nonvolunteers as defined by own status rather than the 
parents. 
3. Volunteers tend to be more intelligent than 
nonvolunteers when volunteering is for research in 
general. 
4. Volunteers tend to be higher in need for social 
approval than nonvolunteers. 
5. Volunteers tend to be more social than nonvolunteers. 
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2.6.3 Motivation for Volunteering 
The most common reason people volunteer today is that 
they want to be useful and helpful. Curtis (1990) cited 
several motivational categories for volunteering: 
Immediate or long-term benefit for one's current job or 
business. 
Aids in preparation/pursuit of a future job or career. 
Is in direct relationship to direct dollar or survival 
matters. 
An active, exciting, stimulating life. 
Sense of accomplishment, lasting contribution: self- 
and non-self-oriented. 
Family security, taking care of loved ones. 
Freedom, independence, free choice. 
Happiness, contentedness. 
Inner harmony, freedom from inner conflict. 
Mature love, sexual, and spiritual intimacy. 
Pleasure, an enjoyable, leisurely life. 
Salvation, eternal life. 
Self-respect, self-esteem. 
Social recognition, respect, admiration. 
True friendship, close companionship. 
Wisdom, a mature understanding life. 
2.6.4 Characteristics of Volunteer Programs 
Strong volunteer programs have a set of organizational 
properties that give the program direction and stability. 
Such organizational properties include: 
Has administrative and policy level support and show 
evidence of sound organization and management; 
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Has written goals and objectives, clearly defined based 
on school or district priorities and supported by a 
needs assessment process? 
Has a written plan of action? 
Is largely student-centered and involves human 
interaction? 
Collects data and information and conducts periodic 
evaluations of progress made towards goals and 
objectives (National Research Council, 1990). 
2.6.5 Volunteer Activity 
The 1984-85 data from the U.S. Department of Education 
state that there are six basic areas volunteers are involved 
in: 
Activitv Percent 
1. Instructional Support 43.5 
2. Guidance Support 4.6 
3. Extracurricular Support 27.7 
4. Management/Advisory 13.6 
5. Clerical Support 9.5 
6. Other Support 8.7 
2.6.6 Volunteers as Mentors 
Characteristics of a mentoring relationship are often 
similar to a caring adult relationship. Such 
characteristics are: 
1. The relationship grows and lasts over a long period of 
time (one to two years)? 
2. the pair enjoys spending time together on diverse 
tasks ? 
3. there is mutual respect between the pair? 
53 
4. the advisee looks to the mentor not only for guidance, 
counseling, coaching, and direction, but also for 
approval or disapproval; 
5. both mentor and mentee take a chance, investing 
something of themselves in a relationship that will 
demand time and much effort? 
6. the volunteer has the desire to communicate ideas to 
others, and the desire to be a mentor? 
7. the relationship provides a sense of belonging rather 
than isolation (Mahoney, 1983? Fleishel-Lewis, Eve, & 
Bonar, 1982). 
Mahoney (1983) stated that "Mentoring is a human 
relationship that encourages and guides personal growth and 
development in an individual" (p. 8). 
School volunteers participate in the educational 
process for a variety of reasons and in diverse ways. It is 
a serious response to serious educational problems that face 
schools and the educational process today. 
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CHAPTER 3 
METHODOLOGY 
The overarching purpose of this study has been to 
ascertain the relationship between characteristics of adult 
volunteers working with children and the progress of the 
children toward readiness to learn. Specifically, the 
intent is to develop personality profiles through an 
instrument assessment, observation, and interview process 
for the volunteers involved in a school-business 
partnership. These caring adults interact on a weekly basis 
with at-risk students who demonstrate learning readiness 
deficiencies. Such a process will match personality 
characteristics with achievement as a means of determining 
if any constellation of characteristics appears to be more 
promising than others for achieving the goals of the 
interventions. These goals include high self-esteem, on- 
grade student learning, good peer relationships, good role 
modeling, 100% school attendance, and support to the 
teaching staff at Brookings. 
This chapter describes the design of the study and the 
methodology used to answer the research questions. It 
describes the study population and the rationale for the 
selection of each component for the study. In addition, 
this chapter provides a brief description of the research 
instruments used and an explanation of how they fit into the 
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research design. Lastly, it describes the data collection 
procedures and the time frame within which the study has 
taken place. 
3.1 Design 
3.1.1 Research Methodology 
The project called for two stages of data collection 
and analysis with a final comparative analysis based on 
interviews. First, data were obtained through a pre- and 
post-student school attitude survey and an attendance check 
for at-risk students participating in a school-business 
partnership. Second, there was an examination of the 
behaviors and attitudes of the caring adults through a 
personality survey? third, there was a comparison of student 
gains or losses with regard to behaviors and attitudes 
observed in the caring adults which appeared to have some 
bearing on the changed behaviors of the students. The aim 
was to find causal-comparative evidence that the presence of 
certain characteristics in caring adults is related to 
improved pupil readiness to learn. These adult behaviors 
include the ability to relate to the student, to listen to 
his/her concerns and to interact in a positive way. Fourth, 
there were interviews with selected mentor, student, and 
teacher participants. 
3.2 The Setting and Study Population 
At the time of the study, Elias Brookings School was a 
public kindergarten, grade 5, and grade 6 school with a 
total population of 650 students composed of 58% Hispanic- 
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Americans, 22% African Americans, 2% Asian Americans, and 
18% Caucasian Americans (Massachusetts State Census for 
Brookings School, 1990). The plurality of the households 
from which these students came were characterized as single¬ 
parent. The state of Massachusetts lunch form required of 
every student at Brookings School (1990-1991) revealed that 
73% of the families were on some form of monetary 
assistance, such as Aid to Families with Dependent Children 
(AFDC), or the receipt of food stamps due to the parents' 
poverty-level income. Many of the students were not only 
from poor families, but also suffered great social 
deprivation as indicated by Table 1, which lists student 
behavioral and circumstantial problems (Brookings School 
Statistics, 1988). By definition, they were, therefore, 
educationally deprived (Massachusetts Advocacy Center and 
Center for Early Adolescence, 1988). 
3.3 Survey Instruments 
Two instruments were used in this research project, the 
School Situation Survey and the Adjective Check List. 
3.3.1 School Situation Survey 
This instrument was specifically selected to determine 
identifiable areas of the school environment that appeared 
to be stressful for the student. It is constructed of seven 
scales. Four scales assess school-related sources of 
stress: (1) teacher interactions, (2) academic stress, (3) 
peer interactions, and (4) academic self-concept. Three 
scales assess manifestations of stress in the school 
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Table 1 
Percentage of Cases in Which Negative Family Circumstances 
and/or Counterproductive Behavior was Present Among 
Students Counseled by a Partnership/Counselor Team 
Percent of Cases 
Problem Grade 5 Grade 6 Mean 
Behavior 
Absenteeism 27 33 30 
Peer Problems 56 61 58 
Lacking Self-Esteem 82 77 80 
Impulsive Behavior 33 14 23 
Circumstance 
History of Family 
Substance Abuse 20 20 20 
Single Parent Stress/ 
Divorce Issue 53 37 45 
Neglect Issue/Hygiene 
Problem 9 8 8 
History of Abuse— 
Physical/Emotional 20 16 18 
Loss of Parent Through 
Death 16 14 17 
One Parent in Jail 7 7 7 
Absenteeism/Educational 
Neglect 13 24 19 
Total Number of Students 
Serviced 45 51 
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environment: (1) emotional, (2) behavioral, and (3) physio¬ 
logical. Through application of the pre- and post¬ 
assessment design, any change in stress over time may be 
determined. 
A careful examination of the instrument gave indication 
that reliability of the test was based on a first sampling 
of over 7,000 students and a test-retest of over 600 
students. Reliabilities ranged from .61 for the 
Physiological Scale to .71 for the Teacher Interaction Scale 
in the Sources of Stress section of the test. 
Test validity was determined through a series of 
correlational analyses which included factor analysis, path 
analysis, and simple correlations such as to the A-Strait 
scale of the State Trait Anxiety Inventory for Children 
(STAIC; Spielberger, Edwards, Lushene, Montriori, & Platzek, 
1973), administered to over 1,000 students. The outcome 
results determined the interpretation of student scores to 
be consistent with the School Situation Survey definition of 
stress as used by the survey instrument and that significant 
positive correlations are found with all of the scales on 
the survey (Consulting Psychologists Press, Inc., 1989). 
3.3.2 The Adjective Check List 
After making careful comparisons of several instruments 
assessing personality characteristics that could be used for 
school volunteers, the researcher chose The Adjective Check 
List, a personality survey that consists of 300 adjectives 
and adjectival phrases for the following reasons: (1) it 
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could be self-administered; (2) the total test-taking time 
was no more than 10 minutes; (3) it was ideographic, in that 
descriptions of an individual reflect personal saliency 
rather than competitive rank; and (4) the 300 descriptive 
adjectives and adjectival phrases appeared to be sufficient 
to permit attention to individualization. Partners chose 
those adjectives which applied to them, a major factor that 
distinguished one person from another giving indication of 
those attributes they brought to the partnership. 
The instrument was designed with 37 scales depicting 
multiple phases of personality. From these 37 scales, the 
researcher chose 16 due to their applicability to the caring 
adult program. Following are those scales chosen and their 
subsequent meanings according to the Adjective Check List 
Manual: 
Achievement 
Dominance 
Endurance 
Order 
Intraceotion 
Nurturance 
To strive to be outstanding in pursuits 
of socially recognized significance and 
planning in one's activities. 
To seek and maintain a role as leader in 
groups or to be influential and 
controlling in individual relationships. 
To persist in any task undertaken. 
To place emphasis on neatness, organiza¬ 
tion. 
To engage in attempts to understand 
one's own behavior or the behavior of 
others. 
To engage in behaviors that provide 
material or emotional benefits to 
others. 
Affiliation To seek and maintain numerous personal 
friendships. 
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Autonomy 
Change 
Self-control 
Self- 
Confidence 
Personal 
Adjustment 
Ideal Self 
Creative 
Personality 
Military 
Leadership 
Nurturing 
Parent 
To act independently of others or of 
social values and expectations. 
To seek novelty of experience and avoid 
routine. 
Is a genuinely dependable and responsi¬ 
ble person. Is uncomfortable with 
uncertainty and complexities. 
An initiator, confident of ability to 
achieve goals. 
Has a positive attitude towards life and 
the company of others and feels capable 
of initiating activities and carrying 
them through to conclusion, has ability 
to cope with situational and inter¬ 
personal demands. 
Strong sense of personal worth or 
harmony between what one is and what one 
wants to be. Has a wide range of 
interests. Is productive, gets things 
done. 
The desire to do and think differently 
from the norm, a talent for originality. 
Steadiness, self-discipline and good 
judgment of the kind required in 
positions of military or related 
leadership. Example, "He or she exerts 
a steadying influence on others, values 
good organization, and careful planning 
and is not at all temperamental or high 
strung." 
Prefers continuity and the preservation 
of old values to rapid changes and 
shifts in convention. Seeks to sustain 
relationships and to foster feelings of 
courtesy and respect between parent and 
child. (Gough & Heilbrun, 1983) 
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Exhibition 
Aggression 
Succorance 
Abasement 
The researcher rejected 21 scales because they did not 
test those personality attributes judged to be important in 
a school-business partnership. Following is a sampling of 
five of the 21 scales not chosen and their meanings: 
Hetero¬ 
sexuality To seek the company of and derive 
emotional satisfaction from interactions 
with the opposite sex. 
To behave in such a way as to elicit the 
immediate attention of others. 
To engage in behaviors that attack or 
hurt others. 
To solicit sympathy, affection, or 
emotional support from others. 
To express feelings of inferiority 
through self-criticism, guilt, or social 
impotence. (Gough & Heilbrun, 1983) 
The Adjective Check List (1983) was first developed and 
used in 1952 by Harrison G. Gough as a personality assess¬ 
ment instrument in the Institute of Personality Assessment 
and Research at the University of California. Since that 
time, 15 new scales have been added with normative data from 
almost 10,000 subjects. In the 1978 Buros Mental 
Measurements Yearbook (Highland Park, NJ: Gryphon Press, 
1978, Vol. 1, pp. xxxvii-xxxix), The Adjective Check List 
attained the 26th position in the list of 100 most 
frequently used and cited tests in psychology. 
Reliability for The Adjective Check List shows that 
alpha coefficients (Cronbach, 1951) for the scales were 
calculated on a sampling of 591 males and 588 females. 
Test-retest samples were based on 199 males and 45 females. 
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For males, the coefficients for the 37 scales ranged from 
.56 for the Change Scale to .95 for the Favorable Scale. 
The median was .76. For females, the range was from .53 for 
Counseling Readiness to .94 for Favorable with a median of 
.75. Test-retest correlations for males was from .34 for 
high origence, low intellectence, to .77 for Aggression. 
The median was .65. For females, the correlations ranged 
from .45 for Femininity to .86 for Exhibition. The median 
was .71. 
3.4 Overall Procedures 
The caring adult partnership program between Brookings 
School and the Springfield Coopers and Lybrand Accounting 
Firm was designed with four basic components: (1) the Team 
Approach to Better Schools (TABS) Team from Brookings, 
composed of four teachers and an aide, were responsible for 
organizing the year's partnership program and monitoring its 
progress; (2) the Partners from Coopers and Lybrand who met 
as caring adults on a weekly basis with many at-risk 
students? (3) those students who were being cared for; and 
(4) the Principal at Brookings, who monitored the entire 
program. 
In August 1990, the researcher, also the Principal of 
Elias Brookings School, met with the TABS Team and the 
Partners in the Coopers and Lybrand conference room to 
organize the Partnership Program for the new year and to 
initiate the research project. The program organization was 
outlined and team expectations were discussed. There was a 
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short briefing of student needs and the range of needs. All 
team members shared their experiences of the previous year. 
The principal shared success stories that were felt to be a 
direct result of the Partnership Program (see Appendix G). 
At the outset, eight students were selected for the 
caring adult program. Each Partner was randomly assigned 
two students, one from grade 5 and one from grade 6. Data 
were gathered on all of the student partnerships. These 
data included: (1) parent permission for statistics 
utilization; (2) results after taking the School Situation 
Survey? and (3) an attendance check for the months of 
October through June by means of the daily attendance 
records. 
The decision for all students to go through the 
selection process was predicated on the fact that there was 
a high degree of transience at Brookings, i.e., a high 
frequency of students entering and leaving during the school 
year. To ensure complete data on participants in the study 
in the face of this high transience rate, the selection of 
the 25 volunteers took place in May on the basis of those 
student-partner teams which had the longest history for the 
year. As a result of regional economic changes, 10 of the 
original 35 caring adults had been either transferred or 
released. The remaining 25 volunteers and selected student 
teams comprised the sample selected for analysis. Students 
who were to be the nonparticipant group were selected in the 
following manner: (1) Classroom teachers were asked to 
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select for placement on a waiting list those children who 
they deemed eligible to participate in the Coopers and 
Lybrand caring adult lunch program according to the 
selection criteria for selection for the Partnership Program 
established by the TABS Team. These included poor 
attendance, low self-esteem, a history of family abuse, and 
a lack of academic achievement. (2) From this list of 
names, 35 students were selected to participate in the 
project and went through identical data process procedures 
as the students in the participating group of the 
Partnership Program. (3) From this group of 35 students, 25 
were randomly selected in May to participate in the final 
statistical analyses. 
3.5 Testing Procedures 
The School-Business Partnership team at Brookings 
determined in August that the partnership program would 
begin on October 5, 1990, the first Friday of the month. 
Selected students were introduced to their caring adult at 
this time. Pre-testing of both the participating and non¬ 
participating groups began on Monday of that same week. The 
School Situation Survey was administered. All tests were 
hand-scored by the researcher using the 1989 copyright 
manual for the School Situation Survey and the pre-designed 
data-collecting sheet for the Survey. All student testing 
was administered in small groups of no more than 10 students 
at any one time. In an effort to eliminate any stress that 
might be created by the testing situation, the investigator 
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provided clear directions along with an explanation of the 
research project. She took pains to explain that there were 
no right or wrong answers on which students would be graded. 
It was simply an information-gathering process. 
The Partner designated to be responsible for all The 
Adjective Check List (ACL) testing sheets received the 
individual test sheets for each caring adult from the 
researcher in individual envelopes with a #2 pencil. 
Testing for the caring adults began the third week in 
October. All Adjective Check List tests were scored by 
Consulting Psychologists Press, Inc. (Palo Alto, CA). The 
resulting data were placed on pre-generated data-collection 
sheets. The data-collection sheets included the 16 scales 
that were chosen for their applicability to the caring adult 
program. 
During the fourth week in May 1991, the School 
Situation Survey post-test was administered to students. 
Teacher, student, and volunteer interviews began the first 
week in June, 1991. 
Also following the last day in June, the attendance 
records for the entire school year were examined. Informa¬ 
tion on the records included the year, the month, the days 
of the month, students* names by classroom, student absence 
by day and days tardy. The researcher copied the attendance 
data for the study from this report. 
The data were then organized into pre- and post-test 
mean scores for the School Situation Survey and attendance. 
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The Adjective Check List scores were charted according to 
student gains on the School Situation Survey. The results 
are presented for all evaluations in Chapter 4. 
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CHAPTER 4 
RESULTS 
The purpose of the study was to (1) re-establish what 
we already know, that at-risk students working with caring 
adults do better in school than those at-risk students who 
do not work with caring adults, and (2) to determine 
precisely what attributes the school volunteer is bringing 
to the weekly one-on-one sessions that are making the 
difference. 
Results of the data analysis are reported in Chapter 4. 
The analyses are divided into four main categories: (1) 
analysis of student behaviors, (2) identification of those 
participants who made gains and those who made little or no 
gains in the partnership program according to the School 
Situation Survey. (3) analysis of caring adult personality 
characteristics, and (4) a comparative analysis of the 
caring adult personality characteristics of those students 
who made gains with those who made little or no gains. 
Data that were quantifiable were coded, statistically 
analyzed, and are presented in both narrative and discussion 
and tabular format. 
4.1 Analysis of Student Behaviors 
The mean and standard deviations were determined for 
school attendance and the School Situation Survey for both 
participant and nonparticipant groups. 
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4.1.1 School Attendance 
Attendance was divided into two sections: Monday 
through Friday and Friday only. Attendance of the 
participant (experimental) group was compared with that of 
the nonparticipant (control) group. 
Analysis of the two sets of data for attendance (Tables 
2 and 3) demonstrates that those students who participated 
in the caring adult program attended school a significantly 
greater number of days each month than those students who 
did not participate in the Partnership Program. The 
greatest difference in mean attendance was on Friday (Tables 
4 and 5), with the participant group establishing a mean 
attendance rate of 94% as compared to the nonparticipant 
group that established a mean attendance rate of 86%. The 
mean difference between the two groups overall for the nine 
months was 7%? that is, attendance for the participant group 
was 7% better than that of the nonparticipant group. 
The attendance rate was calculated in the following 
manner: total number of days per month (D) was multiplied 
by the total number of students (N) in each group, i.e., 
N x D = ND. 
The total number of absences (A) was then subtracted from 
the total number of days in the month which gave the total 
days present (TDP) for each group, i.e., 
ND - A = TDP. 
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Table 3 
Comparative Monday through Friday Attendance 
for Participant and Nonparticipant Groups 
Group X SD t-value DF Sig 
Participant 
Nonparticipant 
93.33 
88.36 
21.02 
33.20 
-6.54 8 .001 
The average daily attendance (ADA) was then calculated by 
dividing the TDP by the total number of days (D) , i.e., 
TDP/D = ADA. 
The percentage of attendance for each group was then 
calculated by dividing the total number of days present by 
the total number of days, and multiplying by 100, i.e., 
(TDP x 100)/ND = %Att. 
Following are the comparative data with reference to 
attendance. A close look at Table 2 demonstrates that the 
difference in the percentage of attendance between the 
participant and nonparticipant groups Monday through Friday 
was less in October than in any other month, i.e., 2%, which 
was a one-day difference overall for the month. The 
greatest difference was seen in the month of February, with 
the attendance for the participant group 96% and the 
nonparticipant group 88%, overall a difference of 8% 
favoring the participant group. 
Table 4 citing Friday attendance, the one day in the 
week during which the participants spent time with their 
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"caring adult," shows an increase every month, October 
through June, in the number of students present for the 
participant group in contrast with the nonparticipant group. 
The month of June shows the greatest increase (10%)? 
October, the least (3%) for the participant in comparison 
with the nonparticipant group. 
To determine the significance of the findings reported 
in Table 2, a t-test was performed. The results of this 
statistical analysis are reported in Table 3. Clearly, the 
students who participated in the partnership program 
significantly reduced their absenteeism. 
Figure 1 shows graphically the comparison in percentage 
of attendance Monday through Friday, October through June 
for the Participant and Nonparticipant groups. 
To determine the significance of the findings reported 
in Table 4, another t-test was performed. The results of 
this statistical analysis are reported in Table 5. Again, 
clearly those students who participated in the Partnership 
Program significantly reduced their absenteeism. 
Table 5 
Results of a Comparative Analysis of Friday Attendance 
for Participant and Nonparticipant Groups 
Group x SD t-value DF Sig 
Participant 93.5 44.71 -9.89 8 .001 
Nonparticipant 86.3 57.99 
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Figure 2 shows graphically the comparison in percentage 
of attendance on Friday, October through June for the 
Participant and Nonparticipant groups. 
4.1.2 The School Situation Survey 
The School Situation Survey was specifically selected 
to determine changes in the identifiable areas of the school 
environment that appeared to be stressful for the student. 
The following definitions and abbreviations apply to 
the School Situation Survey; 
PI (Peer Interaction): Assesses student's social 
interactions or their perceptions of their classmates' 
feelings toward them. 
TI (Teacher Interactions): Assesses students' 
perceptions of their teacher's attitude toward them. 
B (Behavioral): Assesses actions, reactions or 
behavior towards others, such as striking out or being 
hurtful to others. 
E (Emotional): Assesses feelings such as fear, shyness 
or/and loneliness. 
AS (Academic Stress): Assesses situations that relate 
to academic performance or achievement. 
PH (Physiological): Assesses physical reactions or 
functions such as nausea, tremors, or rapid heartbeat. 
ASC (Academic Self-Concept): Assesses student's 
feelings of self-worth, self-esteem, or self-concept and 
perceived academic ability. 
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A series of t-tests were performed to determine if any 
statistically significant difference existed between the 
Participant and Nonparticipant groups on the pre-test (Table 
6) and on the post-test (Table 7). No statistically 
significant differences were observed. 
A further series of t-tests were then performed to 
determine if any statistically significant differences 
existed between the Participant and Nonparticipant groups 
with regard to changes in the stressors between the pre- and 
post-tests (Table 8). 
Figure 3 shows graphically the Mean Differences of the 
Participant Group vs. the Nonparticipant Group. The zero 
line on the graph represents the starting point for both 
groups. Less stress is demonstrated by a positive result 
and more stress is demonstrated by a negative result. 
4.2 Identification of Participant Gains and Losses 
A closer look at the individual raw scores on the pre- 
and post-tests determined that 16 of the 25 students in the 
participant group exhibited less stress overall at the end 
of the nine months. Using the raw score comparisons, the 
students were numbered from 1 to 25, depending on their 
level of gain or loss of stress. The results of this 
comparison are shown in Table 9, with positive scores 
indicating a net gain in stress over the nine months. A (-) 
indicates no gain or loss. For purposes of this research 
project, the abbreviations MGG and MLG respectively 
represent "Made Greatest Gains" and "Made Least Gains." 
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Table 9 
Comparison of Results of the Net Gains and Losses 
of Individual Students in the Experimental Group 
for the School Situation Survey 
Pre- and Post-Tests 
Student 
ID 
Gain/Loss 
PI TI B E AS PH ASC 
1 5 18 2 4 2 —m 7 38 
2 6 9 - — 5 2 4 26 
3 -3 7 10 -3 - 2 1 14 
4 7 4 - -1 -2 - 3 11 
5 6 - 1 1 4 -1 -2 9 
6 2 -5 -1 4 4 -1 5 8 
7 1 5 -6 6 -1 2 — 7 
8 4 3 5 3 -2 -3 -5 5 
9 -1 4 - 5 -3 - - 5 
10 2 -1 - 3 2 1 -3 4 
11 1 2 -1 2 - — — 4 
12 — 1 -1 -4 3 - 4 3 
13 5 -2 -3 1 - 2 — 3 
14 3 -4 2 -1 1 2 -1 2 
15 -2 1 -3 - 4 2 - 2 
16 2 -1 -2 1 -1 - 2 1 
17 -3 3 - -2 -1 -1 -1 -5 
18 -12 2 5 - -7 5 -1 -8 
19 -3 -1 -1 — — -1 -2 -10 
20 -2 - 4 -5 - — -6 -9 
21 - -1 -1 -1 -5 - -2 -10 
22 - -1 -6 2 -3 -2 — -10 
23 -3 3 -5 -5 -4 2 -1 -13 
24 -5 -7 1 -7 -3 — 1 -20 
25 2 -7 -7 -4 -6 -1 -3 -26 
Gain 12 32 0 0 0 10 0 
Loss 0 0 -7 -1 -13 0 0 
Analyses of the scores indicate that the greatest gains 
were made on the Teacher Interaction Scale, with a score of 
(32) . The next highest gains were on the Peer Interaction 
Scale, with a score of (12). The greatest increase in 
stress was indicated on the Academic Stress Scale with a 
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score of (-13). Analysis of the raw scores of the nine 
students who realized an overall gain in stress indicated 
progress toward less stress in one or more areas on the 
Survey. Table 10 notes the raw scores of those students who 
overall made progress towards less stress. 
Table 10 
Comparison Results of Individual Students in the Participant 
Group Who Made Gains in Stress Indicated on the 
School Situation Survey and Gains and 
Losses on the Individual Scales 
Student 
ID PI TI B E AS PH ASC 
17 - 3 3 - 2 - 1 - 1 - 1 
18 -12 2 5 — - 7 5 - 1 
19 - 3 - 1 - 1 — — - 1 - 2 
20 - 2 — 4 - 5 — — - 6 
21 — - 1 - 1 - 1 - 5 — - 2 
22 - - 1 - 6 2 - 3 - 2 - 
23 - 3 3 - 5 - 5 - 4 2 - 1 
24 - 5 - 7 1 - 7 - 3 - 1 
25 2 - 7 - 7 - 4 - 6 - 1 - 3 
Gains 2 8 10 2 - 7 1 
Loss -28 -17 -20 -24 -29 - 5 -16 
Table 10 indicates that the Behavioral Scale 
demonstrated the greatest gains in reducing stress (10) for 
those students who overall did not make a composite score in 
the negative range indicating less stress. 
4.3 Analysis of Carina Adult Personality Characteristics 
The analysis of the data from the 25 caring adults as 
revealed in the Adjective Check List were examined in two 
ways. First, a statistical analysis was performed to 
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determine if mentors of either MGG or MLG students performed 
differently on any of the 16 scales in the ACL. Examination 
of the raw data on the ACL indicated that the underlying 
population distributions were skewed rather than normal. 
When this was compounded with the small sample size of the 
MLG Group, it was decided that potential violations of the 
assumption of normality could seriously impair the accuracy 
of a t-test with the consequent risk of a Type I error. 
Hence, the more robust Mann-Whitney U test was used. This 
test is immune to violations of assumptions concerning 
normality and equal variances. Table 11 shows the results 
of a statistical comparison between the attributes of 
mentors whose student partners rated either MGG or MLG. No 
statistically significant differences were observed. 
Second, the adjectives and adjectival phrases were 
carefully analyzed to determine those chosen by the MGG 
group of mentors vs. the MLG group of mentors to see if, in 
fact, there were differences in choices made in the two 
groups. The design of the ACL places the 300 items on the 
check list into 37 scales. For the purpose of this study, 
all 300 items were tested but only 16 scales were chosen to 
analyze on the basis of their bearing on the study. Of the 
300 items tested, 58 individual adjectives or adjective 
phrases were used. Each of the 16 scales chosen is composed 
of 2 or more of these adjectives or adjective phrases as 
those adjectives relate to the chosen scales. 
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Table 11 
Statistical Comparison of Mentor Attributes Using 
the Mann-Whitney U Test 
Mean 
Rank U-Statistic Significance 
Achievement MGG 
MLG 
13.22 
12.61 
68.5 .8426 
Dominance MGG 
MLG 
13.38 
12.33 
66.0 .7330 
Endurance MGG 
MLG 
12.63 
13.67 
66.0 .7333 
Order MGG 
MLG 
12.81 
13.33 
69.0 .8649 
Intraception MGG 
MLG 
13.28 
12.50 
67.5 .7982 
Nurturance MGG 
MLG 
12.28 
14.28 
60.5 .5146 
Affiliation MGG 
MLG 
13.09 
12.83 
70.5 .9322 
Autonomy MGG 
MLG 
12.56 
13.78 
65.0 .6914 
Change MGG 
MLG 
12.63 
13.67 
66.0 .7337 
Self-Control MGG 
MLG 
13.69 
11.78 
61.0 .5325 
Self-Confidence MGG 
MLG 
12.88 
13.22 
70.0 .9095 
Personal 
Adj ustment MGG 
MLG 
13.13 
12.78 
70.0 .9097 
Ideal Self MGG 
MLG 
13.38 
12.33 
66.0 .7333 
Continued on the next page. 
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Table 11, continued: 
Mean 
Rank U-Statistic Significance 
Creative 
Personality MGG 
MLG 
12.03 
14.72 
56.5 
.3797 
Military 
Leadership MGG 
MLG 
13.38 
12.33 
66.0 .7328 
Nurturing 
Parent MGG 
MLG 
12.31 
14.22 
61.0 .5331 
To analyze the results of The Adiective Check List, the 
researcher examined the 16 scales noting mean and standard 
deviation of adjectives chosen in a given scale by all 25 
caring adults, mean number of adjectives chosen by those 
mentors whose students made the greatest gain (MGG) and the 
mean number of adjectives chosen by those mentors whose stu¬ 
dents made the least gain (MLG) or no gain at all (see Table 
12). A comparative analysis was then made of each group 
(MGG and MLG) where significant differences were noted. 
Table 12 
Adjective Check List 
Mean and Standard Deviation of Caring Adults Whose 
Students Made Greatest Gain and Least Gain 
Total 
Variables x SD Number Chosen 
Made Greatest 
Gains .75 .116 1887 (N = 16) 
Made Least 
Gains .59 .180 835 (N = 9) 
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Out of a possible total number of 2512 adjective 
choices, those mentors whose students made the greatest gain 
chose 1887 adjectives with a mean score of .75 of the 
adjectives given in the 16 scales as compared to 835 
adjectives with a mean score of .59 for those mentors whose 
students were less successful as demonstrated on Table 12. 
Descriptions of the scales state that. 
High scores on the number of adjectives checked 
appear to be expressive individuals, eager to 
explore the world around them but somewhat 
inconstant and even capricious in their reactions. 
The high-scorer seems to be an attractive person, 
vivacious and quickly enthusiastic, but at the 
same time somewhat self-seeking and lacking in 
responsibility. Low scorers on number checked are 
less urgent, narrower in interests, more reserved 
and conventional and less likely to behave 
impulsively or erratically (p. 6). 
A comparison of MGG and MLG mentors* descriptor 
selections is presented in Table 13. 
To determine the meaning of the quantifiable difference 
in the individual scales, the researcher took a closer look 
at the adjectives that comprised the individual scales. 
The total group of mentors who participated in the 
experiment numbered 25. Of this group of mentors, 16 of the 
mentors' students made greatest gains overall on the school 
stress test (MGG) and 9 mentors' students made little gain 
or no gains at all on the school stress test (MLG). 
The total possible scores were calculated by 
multiplying the number of adjectives by the number of 
"caring adults." For the Achievement Scale (see Table 14), 
the highest total 
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Table 13 
Comparison of Percentages of Descriptors Selected by 
Mentors of At-Risk Students Showing Stress Reduction 
and Those Selected by Mentors of Students not 
Showing Stress Reduction 
Scales 
Total # Students Made Students Made 
of Adults Greatest Gains Least Gains 
N=25 N=16 N=9 
Achievement 69 76 57 
Dominance 69 78 52 
Endurance 72 77 61 
Order 65 72 52 
Intraception 63 75 56 
Nurturance 71 75 63 
Affiliation 70 73 64 
Autonomy 62 69 50 
Change 67 71 60 
Self-Control 68 74 58 
Self-Confidence 70 76 61 
Personal 
Adj ustment 65 76 52 
Ideal Self 67 77 50 
Creative 
Personality 70 75 62 
Military 
Leadership 72 78 61 
Nurturing Parent 72 75 66 
number possible is 300 for the total group, 25 x 12. For 
the group MGG (N: =16), the number is 192, 12 x 16; for the 
group MLG (N=9), the number is 108, 9 x 12. The responses 
of each group were summed to represent the collective 
response of the group. The sums were then divided by the 
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Table 14 
Comparison of Total Number and Percentages of Descriptors 
for the Achievement Scale Selected by Mentors of At-Risk 
Students Showing Stress Reduction and those Selected 
by Mentors of Students not Showing Stress Reduction 
Adjectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Determined 21 84 14 88 7 78 
Intelligent 20 80 13 81 7 78 
Independent 19 76 12 75 7 78 
Capable 19 76 13 81 6 67 
Active 19 76 14 88 5 56 
Ambitious 18 72 12 75 6 67 
Conscientious 18 72 12 75 6 67 
Confident 17 68 12 75 5 56 
Energetic 15 60 11 69 4 44 
Alert 13 52 12 75 1 11 
Assertive 13 52 10 63 3 33 
Enthusiastic 14 56 10 63 4 44 
Total Scores 206 69 145 76 61 57 
total scores possible for each group yielding a percentage 
of response for the group. 
High scorers on Achievement are described as 
hard-working goal-directed individuals who are 
determined to do well and usually do. The 
motivation to succeed appears to lie less in 
competitive drive than in an insistent need to 
live up to high and socially commendable criteria 
of performance. The low-scorers are less 
effective, less venturesome, and less persistent, 
but at the same time are easier and more congenial 
companions whose quietness is attractive (p. 8). 
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The Achievement Scale consists of 12 adjectives with 
percentage scores ranging from 63% to 88% for MGG and 11% to 
78% for MLG. Significantly high score items for both groups 
are determined, 88% MGG and 78% MLG; intelligent. 81% MGG 
and 78% MLG; and independent. 75% MGG and 78% MLG. 
Comparison scores with a percentage difference of 35 or 
more points for selected adjectives are 88% vs. 56% for 
active; 75% vs. 11% for alert; 63% vs. 33% for assertive: 
and 69% vs. 44% for energetic. The final comparison scores 
of both groups indicates a 19% difference. 
The Dominance Scale consists of seven adjectives with 
percentage of number checked ranging from 94% to 63% for MGG 
and 78% to 11% for MLG 9 (see Table 15). There appears to 
be a significant difference in response between MGG and MLG 
with a percentage of 94% vs. 67% for responsible with an 
overall difference of 79% to 52%. 
The high scorers are known to be "strong-willed, 
ambitious, determined, and forceful individuals, free of 
self-doubt in the pursuit of goals and little, if at all, 
inhibited by the disapproval or opposition of others." The 
low-scorer "lacks confidence, prefers to be on the periphery 
of group enterprise, and shuns situations calling for 
competition or the assertion of self" (p. 8). 
The Endurance Scale consists of 10 adjectives with 
percentage of number checked ranging from 94% to 50% for MGG 
and 78% to 44% for MLG (see Table 16). Of those adjectives 
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Table 15 
Comparison of Total Number and Percentages of Descriptors 
for the Dominance Scale Selected by Mentors of At-Risk 
Students Showing Stress Reduction and Those Selected 
by Mentors of Students not Showing Stress Reduction 
Adjectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Determined 21 84 14 88 7 78 
Responsible 21 84 15 94 6 67 
Active 19 76 14 88 5 56 
Ambitious 18 72 12 75 6 67 
Confident 17 68 12 75 5 56 
Assertive 13 52 10 63 3 33 
Alert 13 52 12 75 1 11 
Total 122 69 89 79 33 52 
not mentioned in the previous tables, dependable, with 
percentage points of 94% vs. 78%; reliable. 81% vs. 56%; and 
organized, with 69% vs. 44% were felt to be significant with 
25 or more points difference. The adjective serious, not 
previously mentioned, realized a 6% difference with MLG 
realizing a greater number of points than MGG. 
High scorers on Endurance "have a strong sense of duty 
and work conscientiously." Low scorers are "changeable, 
easily distracted or redirected, leisurely, and informal 
individuals who take pleasure in new experiences" (p. 9). 
The Order Scale is characterized by neatness, 
organization, and planning. The scale consists of six 
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Table 16 
Comparison of Total Number and Percentages of Descriptors 
for the Endurance Scale Selected by Mentors of At-Risk 
Students Showing Stress Reduction and those Selected 
by Mentors of Students not Showing Stress Reduction 
Adjectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
VO
 
H
 
II
 
<#>
 
(MLG) 
Number 
Checked 
N=9 
% 
Dependable 22 88 15 94 7 78 
Responsible 21 84 15 94 6 67 
Determined 21 84 14 88 7 78 
Ambitious 18 72 12 75 6 67 
Conscientious 18 72 12 75 6 67 
Reliable 18 72 13 81 5 56 
Energetic 15 60 11 69 4 44 
Organized 15 60 11 69 4 44 
Serious 13 52 8 50 5 56 
Total 161 71 111 77 50 62 
adjectives with percentage points ranging from 88% to 50% 
MGG and 22% to 67% for MLG (see Table 17). A significant 
difference is noted for the adjective rational with a 
percentage difference of 69% MGG and 22% MLG. Other 
adjectives new to this scale, not mentioned in previous 
scales, are logical, with the highest percentage chosen, 88% 
vs. 67%; and conservative, with 50% MGG vs. 56% MLG. With a 
total percentage chosen as 64%, order does not appear to be 
a priority among the 25 caring adults, although their career 
is totally involved with order in their chosen field of 
accounting and law. 
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Table 17 
Comparison of Total Number and Percentages of Descriptors 
for the Order Scale Selected by Mentors of At-Risk 
Students Showing Stress Reduction and those Selected 
by Mentors of Students not Showing Stress Reduction 
Adj ectives 
(Total) 
Number 
Checked 
in
 
CM
 
II
 
<#>
 
53
 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Logical 20 80 14 88 6 67 
Conscientious 18 72 12 75 6 67 
Organized 15 60 11 69 4 44 
Conservative 13 52 8 50 5 56 
Rational 13 52 11 69 2 22 
Reliable 18 72 13 81 5 56 
Total 97 64 69 72 28 52 
The high scorer "seeks objectivity and rationality, is 
firm in controlling impulse, and unswerving in the pursuits 
of goals." The low scorer is "less inhibited and more 
expressive" (p. 9). 
Sixteen adjectives comprise the Intraception Scale, 
with a percentage variance of 50% to 100% for MGG and 11% to 
89% for MLG (see Table 18). Results of the comparison 
scores of the individual adjectives not previously mentioned 
indicate that reasonable was a high choice for MGG with all 
members of the group choosing the adjective vs. 67% for MLG. 
The percentage points for the adjectives fair-minded and 
understanding varied by 44 points, with 88% vs. 44% for both 
MGG and MLG. The adjective curious realized a 26% 
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Table 18 
Comparison of Total Number and Percentages of Descriptors 
for the Intraception Scale Selected by Mentors of At-Risk 
Students Showing Stress Reduction and those Selected 
by Mentors of Students not Showing Stress Reduction 
Adjectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Considerate 22 88 15 94 7 78 
Reasonable 22 88 16 100 6 67 
Intelligent 20 80 13 81 7 78 
Logical 20 80 14 88 6 67 
Mature 19 76 12 75 7 78 
Clear-thinking 18 72 13 81 5 56 
Curious 18 72 10 63 8 89 
Fair-minded 18 72 14 88 4 44 
Understanding 18 72 14 88 4 44 
Forgiving 17 68 11 69 6 67 
Tolerant 14 56 10 63 4 44 
Alert 13 52 12 75 1 11 
Calm 13 52 9 56 4 44 
Rational 13 52 11 69 2 22 
Sensitive 13 52 9 56 4 44 
Serious 13 52 8 50 5 56 
Total Scores 271 79 191 75 80 56 
difference with 89% recorded for MLG and 63% for MGG. A 
significant difference was noted overall between the two 
groups with a total choice of 191 adjectives for MGG vs. 80 
adjectives for MLG, or 75% vs. 56%. 
High scorers are seen as "logical and foresighted and 
as valuing intellectual and cognitive matters." Low scorers 
96 
appear to "have a narrower range of interests with less 
coping skills for stress and trauma" (p. 10). 
The Nurturance Scale is composed of 16 adjectives with 
an overall definition that indicates "one who provides 
material or emotional benefits to others" (p. 9). Higher 
scorers appear to "like people," while low scorers appear to 
"avoid close ties" (p.10). The scores range from 50% to 94% 
for MGG and 33% to 100% for MLG (see Table 19) with overall 
comparison of 75% (MGG) vs. 63% (MLG). Comparative 
correlations that appear to have little difference are 
appreciative, with a score of 81% vs. 78%, a 3% difference? 
sociable, with score points of 63% vs. 67%, for a 4% 
difference for MLG. Affectionate exhibits a 50% vs. 56%, 
with the larger percentage points belonging to the MLG 
group. Substantial differences were noted for warm, with a 
36% difference, 69% vs. 33%; and cooperative, with 27% 
difference, 94% vs. 67%. Friendly produced high scores for 
both groups, with 88% vs. 100% with a 12% difference with 
the higher score with MLG. Nine of the scores for MGG were 
at the 75th percentile and above vs. four scores for MLG at 
the 75th percentile and above. 
The number of indicative items for the Nurturance Scale 
equals 24. From this possible number of adjectives 
available to choose from, 16 were chosen at the rate of 50% 
or more. 
The Affiliation Scale is composed of 18 adjectives from 
a menu of 345 indicative items, with a definition that 
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Table 19 
Comparison of Total Number and Percentages of Descriptors 
for the Nurturance Scale Selected by Mentors of At-Risk 
Students Showing Stress Reduction and those Selected 
by Mentors of Students not Showing Stress Reduction 
Adjectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Friendly 23 92 14 88 9 100 
Considerate 22 88 15 94 7 78 
Dependable 22 88 15 94 7 78 
Appreciative 20 80 13 81 7 78 
Cooperative 21 84 15 94 6 67 
Good Natured 18 72 12 75 6 67 
Kind 18 72 12 75 6 67 
Understanding 18 72 14 88 4 44 
Forgiving 17 68 11 69 6 67 
Helpful 17 68 12 75 5 56 
Sociable 16 64 10 63 6 67 
Generous 15 60 
ft 
9 56 6 67 
Trusting 15 60 11 63 4 44 
Warm 14 56 11 69 3 33 
Affectionate 13 52 8 50 5 56 
Total Scores 283 71 192 75 91 63 
states that those who are high scorers "seek and maintain 
numerous personal friendships. They are comfortable in 
social situations." Low scorers are "less comfortable with 
relationships" (p. 11). Scores for MGG range from 33% to 
89% (see Table 20). Adjectives whose scores demonstrate the 
lowest variation are adaptable, 69% vs. 67%, and cheerful, 
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Table 20 
Comparison of Total Number and Percentages of Descriptors 
for the Affiliation Scale Selected by Mentors of At-Risk 
Students Showing Stress Reduction and those Selected 
by Mentors of Students not Showing Stress Reduction 
Adjectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Considerate 22 88 15 94 7 78 
Cooperative 21 84 15 94 6 67 
Active 19 76 14 88 5 56 
Mature 19 76 12 75 7 78 
Curious 18 72 10 63 8 89 
Good-natured 18 72 12 75 6 67 
Kind 18 72 12 75 6 67 
Loyal 18 72 11 69 7 78 
Pleasant 18 72 10 63 8 89 
Understanding 18 72 14 88 4 44 
Adaptable 17 68 11 69 6 67 
Cheerful 17 68 11 69 6 67 
Confident 17 68 12 75 5 56 
Sociable 16 64 10 63 6 67 
Energetic 15 60 11 69 4 44 
Trusting 15 60 11 63 4 44 
Warm 14 56 11 69 3 33 
Optimistic 13 52 8 50 5 56 
Total Scores 313 70 210 73 103 64 
69% vs. 67%. The adjective pleasant indicates a substantial 
difference of 26%, with 63% for MGG and 89% for MLG. 
The Autonomy Scale consists of two adjectives from a 
menu of 29 items. Twenty-seven of the adjectives were 
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chosen by less than 50% for each of the remaining 27. The 
meaning connotes "one who acts independently” (p. 12). The 
difference between MGG and MLG is 19% for both adjective 
selections. The overall percentage of choice for both is 
below 70% (see Table 21). 
Table 21 
Comparison of Total Number and Percentages of Descriptors 
for the Autonomy Scale Selected by Mentors of At-Risk 
Students Showing Stress Reduction and those Selected 
by Mentors of Students not Showing Stress Reduction 
Adjectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Confident 17 68 12 75 5 56 
Adventurous 14 56 10 63 4 44 
Total Scores 31 62 22 69 9 50 
Adventurous is the only different adjective with a 
difference of 63% MGG vs. 44% MLG. 
Seven adjectives compose the Change Scale. Analysis 
shows a comparative range 63% to 88% for MGG and 44% to 89% 
for MLG (see Table 22). The one adjective listed in the 
Change Scale that is not in the other scales is the 
adjective interests-wide. with a 31% comparative difference 
between the two groups. Definition of the scale states that 
"high scorers welcome change whereas low scorers seek 
stability and continuity in the environment" (p. 13). 
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Table 22 
Comparison of Total Number and Percentages of Descriptors 
for the Change Scale Selected by Mentors of At-Risk 
Students Showing Stress Reduction and those Selected 
by Mentors of Students not Showing Stress Reduction 
Adjectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Independent 19 76 12 75 7 78 
Active 19 76 14 88 5 56 
Curious 18 72 10 63 8 89 
Adaptable 17 68 11 69 6 67 
Interests-wide 16 64 12 75 4 44 
Adventurous 14 56 10 63 4 44 
Enthusiastic 14 56 10 63 4 44 
Total Scores 117 67 79 71 38 60 
The total number of possible items to choose in the 
Change Scale is equal to 20. Only seven were chosen by 50% 
or more of the total "caring adults." 
Five adjectives were chosen from a group of 16 that 
were selected by 50% or more of the mentors for the Self- 
Control Scale (see Table 23). Descriptions of high scorers 
are "those who are depicted as someone who is responsible 
and dependable" (p. 16). 
The adjective cautious. not listed in other scales, 
demonstrates a difference of 36% for both groups, 69% vs. 
33% MGG vs. MLG. 
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Table 23 
Comparison of Total Number and Percentages of Descriptors 
for the Self-Control Scale Selected by Mentors of At-Risk 
Students Showing Stress Reduction and those Selected 
by Mentors of Students not Showing Stress Reduction 
Adj ectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Dependable 22 88 15 94 7 78 
Conscientious 18 72 12 75 6 67 
Reliable 18 72 13 81 5 56 
Cautious 14 56 11 69 3 33 
Conservative 13 52 8 50 5 56 
Total Scores 95 68 59 74 26 58 
The Self-Confidence Scale is composed of 9 adjectives 
out of a possible 20 indicative items with a comparative 
range from 63% to 88% for MGG and 44% to 78% for MLG (see 
Table 24). The ACL Manual states, "high scorers are 
initiators and confident in their ability to achieve goals. 
Low scorers have difficulty mobilizing their resources and 
taking action." The adjectives healthy and humorous, not 
chosen for previous scales demonstrate correlations of 81% 
for MGG vs. 67% for MLG for the adjective healthy and 63% 
for MGG vs. 67% for MLG for the adjective humorous. The 
overall correlation for the two groups is 76% for MGG vs. 
61% for MLG. 
There are 13 adjectives in the Personal Adjustment 
Scale out of a possible 18. Outcome scores range from 56% 
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Table 24 
Comparison of Total Number and Percentages of Descriptors 
for the Self-Confidence Scale Selected by Mentors of 
At-Risk Students Showing Stress Reduction and those Selected 
by Mentors of Students not Showing Stress Reduction 
Adjectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Determined 21 84 14 88 7 78 
Active 19 76 14 88 5 56 
Clear-thinking 19 76 13 81 6 67 
Healthy 19 76 13 81 6 67 
Ambitious 18 72 12 75 6 67 
Confident 17 68 12 75 5 56 
Energetic 15 60 11 69 4 44 
Humorous 16 64 10 63 6 67 
Enthusiastic 14 56 10 63 4 44 
Total Scores 158 70 109 76 49 61 
to 94% MGG and 11% to 78% MLG (see Table 25). The 
comparison range between the two groups is 76% vs. 52%. 
Over 50% of the scores for MGG were 75% and above as 
compared to 15% for MLG with a difference overall in score 
points of 24%. Two new adjectives not mentioned previously 
are realistic.with a difference of 94% MGG vs. 78% MLG, and 
practical. with 94% MGG vs. 78% MLG. High scorers on 
Personal Adjustment "have a positive attitude towards life, 
enjoy the company of others, can initiate activities and 
carry them through” (p. 16). 
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Table 25 
Comparison of Total Number and Percentages of Descriptors 
for the Personal Adjustment Scale Selected by Mentors 
of At-Risk Students Showing Stress Reduction and those 
Selected by Mentors of Students not Showing Stress Reduction 
Adjectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Considerate 22 88 15 94 7 78 
Realistic 22 88 15 94 7 78 
Practical 20 80 14 88 6 67 
Active 19 76 14 88 5 56 
Healthy 19 76 13 81 6 67 
Understanding 18 72 14 88 4 44 
Humorous 16 64 10 63 6 67 
Organized 15 60 11 69 4 44 
Trusting 15 60 11 69 4 44 
Enthusiastic 14 56 10 63 4 44 
Warm 14 56 11 69 3 33 
Alert 13 52 12 75 1 11 
Calm 13 52 9 56 4 44 
Total Scores 220 65 159 76 61 52 
Four adjectives have been chosen for the Ideal Self 
Scale out of a possible 26. The two groups have a 
comparison range of 69% to 81% for MGG and 22% to 67% for 
MLG (see Table 26). High scorers appear to have "inter¬ 
personal effectiveness and goal-attaining abilities,” 
whereas low scores appear to have "poor morale and find it 
difficult to set and attain goals" (p. 17). The adjective 
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Table 26 
Comparison of Total Number and Percentages of Descriptors 
for the Ideal Self Scale Selected by Mentors of At-Risk 
Students Showing Stress Reduction and those Selected 
by Mentors of Students not Showing Stress Reduction 
Adj ectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Capable 19 76 13 81 6 67 
Clear-thinking 19 76 13 81 6 67 
Energetic 15 60 11 69 4 44 
Tactful 14 56 12 75 2 22 
Total Scores 67 67 49 77 18 50 
tactful, not listed previously, demonstrates a difference of 
53% MGG vs. MLG. 
There are five adjectives out of a possible choice of 
18 listed in the Creative Personality Scale, all of which 
have been cited in previous scales. The range of scores is 
63% to 81% MGG and 44% to 78% MLG (see Table 27). The 
comparison difference between MGG and MLG is 13% MGG. 
Attributes of high scorers are described as "having wide 
interests and cognitive ability with ideational fluency." 
Low scorers are "more conservative and less likely to take 
action in complex or ill-defined situations" (p. 18). 
Thirteen adjectives in the Military Leadership Scale 
describe "one who favors conservative values, is productive 
with a high aspiration level for self and is task-oriented." 
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Table 27 
Comparison of Total Number and Percentages of Descriptors 
for the Creative Personality Scale Selected by Mentors of 
At-Risk Students Showing Stress Reduction and those Selected 
by Mentors of Students not Showing Stress Reduction 
Adjectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Intelligent 20 80 13 81 7 78 
Capable 19 76 13 81 6 67 
Confident 17 68 12 75 5 56 
Humorous 16 64 10 63 6 67 
Interests-wide 16 64 12 75 4 44 
Total Scores 88 70 60 75 28 62 
Low scorers "enjoy change with less task developed needs” 
(p. 19). The total possible choice of adjectives is 24, of 
which the 13 were chosen by 50% or more of the caring 
adults. Analysis of the scale demonstrates that 10 of the 
13 adjectives were chosen by 75% or more of the MGG whereas 
four of the 13 adjectives were chosen by 75% or more of the 
MLG. Table 28 demonstrates that 78% of MGG chose the 13 
adjectives vs. 61% of MLG. Three adjectives were not listed 
in previous scales? honest. 94% MGG vs. 89% MLG? civilized. 
81% MGG vs. 33% MLG? and strong. 50% MGG vs. 67% MLG. 
Fifteen adjectives in the Nurturing Parent Scale 
describe ”a dependable and responsible person who seeks to 
sustain relationships” (p. 22). Seven of the 15 adjectives, 
or 47%, realize a correlation of less than 10% difference 
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Table 28 
Comparison of Total Number and Percentages of Descriptors 
for the Military Leadership Scale Selected by Mentors 
of At-Risk Students Showing Stress Reduction and those 
Selected by Mentors of Students not Showing Stress Reduction 
Adj ectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Honest 23 92 15 94 8 89 
Cooperative 21 84 15 94 6 67 
Dependable 22 88 15 94 7 78 
Responsible 21 84 15 94 6 67 
Appreciative 20 80 13 81 7 78 
Capable 19 76 13 81 6 67 
Independent 19 76 12 75 7 78 
Conscientious 18 72 12 75 6 67 
Civilized 16 64 13 81 3 33 
Enthusiastic 14 56 10 63 4 44 
Strong 14 56 8 50 6 67 
Tolerant 14 56 10 63 4 44 
Alert 13 52 12 75 1 11 
Total Scores 234 72 163 78 71 61 
between the two groups, the highest percentage of any of the 
scales in agreement describing oneself. There was an 
overall difference of 9% MGG vs. MLG, 75% vs. 66% (see Table 
29). Sixty percent of the adjectives were chosen by 75% or 
more of MGG and 33% of the adjectives were chosen by 75% or 
more of the caring adults MLG. All adjectives for Nurturinq 
Parent were used in previous scales. Adjectives chosen in 
the scale with notable differences are active 88% MGG and 
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Table 29 
Comparison of Total Number and Percentages of Descriptors 
for the Nurturing Parent Scale Selected by Mentors 
of At-Risk Students Showing Stress Reduction and those 
Selected by Mentors of Students not Showing Stress Reduction 
Adjectives 
(Total) 
Number 
Checked 
N=25 
% 
(MGG) 
Number 
Checked 
N=16 
% 
(MLG) 
Number 
Checked 
N=9 
% 
Friendly 23 92 14 88 9 100 
Responsible 21 84 15 94 6 67 
Active 19 76 14 88 5 56 
Clear Thinking 19 76 13 81 6 67 
Mature 19 76 12 75 7 78 
Appreciative 20 80 13 81 7 78 
Kind 18 72 12 75 6 67 
Pleasant 18 72 10 63 8 89 
Understanding 18 72 14 88 4 44 
Cheerful 17 68 11 69 6 67 
Forgiving 17 68 11 69 6 67 
Helpful 17 68 12 63 6 67 
Tolerant 14 56 10 63 4 44 
Rational 13 52 11 69 2 22 
Total Scores 269 72 180 75 89 66 
56% MLG? pleasant. 63% MGG and 89% MLG? helpful. 75% for 
both MGG and MLG; and rational. 69% MGG and 22% MLG. 
Analysis of the data for the 16 scales indicated that 
there was a significant difference according to the t-test 
for the two groups, MGG and MLG. The mean difference 
between the groups is 6.7006 with a standard deviation of 
2.065. The P-value is .001 with a t-value of 40.67 (Table 
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30). As percentages were used to carefully analyze each 
scale and its separate components, Table 31 demonstrates the 
statistics according to the t-test for the two groups. 
Table 30 
Results of t-test Comparing Mentors of At-Risk Students 
Showing Stress Reduction (MGG) and Those 
Not Showing Stress Reduction (MLG) 
N X SD t-value DF Signif. 
MGG 16 12.02 1.86 40.67 156 .001 
MLG 9 5.32 1.62 
Table 31 
Results of t-test Comparing MGG and MLG Statistics 
According to Percentage Chosen 
N X SD t-value DF Signif. 
MGG 16 .75 .12 11.01 157 .001 
MLG 9 • <ji
 
VO
 
.18 
A closer look at the adjectives used in the 16 scales 
indicates that 23 of the 58 adjectives (40%) were chosen at 
a rate of 20% or more by MGG than MLG. The adjectives are 
given in Table 32 according to the scales listed. Figure 4 
clearly illustrates the dramatic disparity between the 
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Table 32 
Comparison of MGG and MLG with a Difference 
of 20 Percent or More Listing Scale and Adjectives 
Variables MGG % MLG % Diff.% 
Achievement 
Active 88 56 32 
Energetic 69 44 25 
Alert 75 11 64 
Assertive 63 33 30 
Dominance 
Responsible 94 67 27 
Endurance 
Dependable 94 78 26 
Reliable 81 56 25 
Organized 69 44 25 
Order 
Rational 69 22 47 
Intraception 
Reasonable 100 67 33 
Clear-thinking 81 56 25 
Curious 63 89 26 
Fair-minded 88 44 44 
Understanding 88 44 44 
Nurturance 
Cooperative 94 67 27 
Trusting 69 44 25 
Warm 69 33 36 
Affiliation 
Pleasant 63 89 26 
Chancre 
Interests-wide 75 44 3J. 
Practical 88 67 21 
Ideal Self 
Tactful 75 22 53 
Militarv Leadership 
Civilized 81 33 40 
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proportion of these adjectives selected by the MGG and MLG 
mentors. 
In an attempt to determine those adjectives chosen 
where there is little difference overall in percentage of 
choice for MGG and MLG, it was discovered that 19 of the 58 
adjectives, or 33%, had a less than 10 percent difference, 
as demonstrated in Table 33. 
Figure 5 illustrates the disparity between the 
proportion of these adjectives selected by the MGG and MLG 
mentors. 
4.4 Interview Sessions 
Interview sessions were conducted separately with 
mentors, teachers, and students to determine what they 
believed was important about the Partnership, what they 
determined they contributed, and what they got from it. 
4.4.1 Mentors 
Twelve mentors were interviewed in June. Seven mentors 
were interviewed separately and five collectively. The 
individual interview sessions were held at the Coopers and 
Lybrand Office Building. They agreed that the session could 
be taped. The group interview was held in the park during 
the student/mentor outing. They also agreed that the 
session could be taped. Further interviews of the twelve 
members were held during their Friday visits to Brookings 
School. These sessions were not recorded on tape, but were 
recorded on paper. 
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Table 33 
Comparison of MGG and MLG with a Difference of 
Less than 10 Listing Scale and Adjectives 
Variables MGG % MLG % Diff.% 
Achievement 
Intelligent 81 78 3 
Independent 75 78 3 
Ambitious 75 67 8 
Conscientious 75 67 8 
Endurance 
Serious 50 56 6 
Order 
Conservative 50 56 6 
Intraception 
Mature 75 78 3 
Forgiving 69 67 2 
Nurturance 
Appreciative 81 78 3 
Good-natured 75 67 8 
Kind 75 67 8 
Sociable 63 67 4 
Generous 56 67 9 
Affectionate 50 56 6 
Affiliation 
Adaptable 69 67 2 
Cheerful 69 67 2 
Optimistic 50 56 6 
Self-Confidence 
Humorous 63 67 3 
Militarv Leadership 
Honest 94 89 
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Each mentor believed that he/she came as a caring 
person and as a listener to the student. Eighty percent of 
the mentors stated that they wanted to be a friend to the 
student, to support and encourage him. Those mentors who 
also met with the child's teacher (N=ll) stated that they 
felt they could more effectively address particular student 
needs when the teacher was also involved. Ten of the 12 
mentors interviewed stated that being consistently present 
was very important (it is the policy of the Partnership to 
provide substitutes for those caring adults who cannot be 
present on a given Friday). One mentor shared, "When I am 
not here on a Friday, my students want to know where I was 
last week." 
When asked what qualifications the interviewees 
believed they brought to the Partnership, they referred to 
their experiences. For example, responses included, "I have 
children of my own. I hope someone is caring for my 
children as I am doing in the partnership"; "I have 2 
younger sisters. I feel I can empathize and understand 
kids"; "I can relate to these kids because of my background. 
I am a product of Springfield"; "I can relate to them 
because I come from a similar background." 
When asked what interaction they believed was important 
during partnership time, each mentor stated that listening 
to the child seemed to be the most important thing he/she 
could do. Mentors stated, "She needs someone to talk to— 
someone to totally focus on her"; "He showed me his report 
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card and other papers”? "I am a listener and give feedback 
to the student.” 
When asked if they noted any observable changes, one 
mentor stated that he noticed an attitude change. "At 
first, it was a tough job getting the student to talk to me. 
Now he is so appreciative of every little thing I do for 
him." Another stated, "She is less shy and more outgoing. 
I give her positive strokes and help to build her self¬ 
esteem. " 
4.4.2 Students 
All students interviewed stated that the student-mentor 
verbal interaction is the most important part of the 
partnership: 
The mentor is someone to talk to. He understands 
how I feel. I shared with him how the kids were 
calling me names and he gave me advice. He tells 
me to ignore the kids that tease me. Now I am 
able to not pay any attention to the fresh kids. 
Another student shared that, 
The mentor is the closest person to me. I can 
tell her secrets, and she will not tell any other 
person. I can trust her. She will not tell 
anything to anyone. 
A fourth student confided, "I do better because the mentor 
helps me to talk about my problems." 
When students were asked if they felt they did better 
because of the partnership, they responded, "I am a little 
better because I work on not fighting"? "I do better in 
school. I listen better"? "The mentor helps me with my math 
and I do better with my math in school"? "I feel better 
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about myself. It shows that she likes me." Students 
commented that the mentors liked them and accepted them 
unconditionally. 
4.4.3 Teachers 
Six teachers were interviewed individually and three 
were interviewed together. Interviews for the most part 
were done in the researcher*s (principal's) office. Ninety 
percent of the interviews were tape-recorded. The other 10 
percent were recorded on paper. 
Individually and collectively, teachers were asked to 
comment on the merits of the partnership program as they saw 
it and to note any positive changes that they witnessed 
because of it. All teachers stated that the program gave 
more individual attention to the child. They further stated 
that they saw the support system was reciprocal between 
students and mentors? for example, "The caring adult is 
introverted. The program is also helping him out. He 
became more outgoing"? "Student and mentor are supporting 
each other." (Mentor is in a wheelchair.) 
Additional comments on the merits of the program state, 
"The partnership provides a different role model"? "It 
provides financial support for both teachers and students"? 
"There is improvement in school attendance"? "I have seen 
improvement in student peer relations due to mentors talking 
to kids"? "It gives students another positive 
reinforcement"? "It gives students an opportunity to bond 
with an adult"? "Students see human beings dressed 
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professionally as different role models”; "Teachers have 
support as well as the kids." 
When requested to cite specific positive changes in 
student behaviors, teachers shared the following comments: 
"One student came into the partnership with severe negative 
peer relationship problems. Through interaction with the 
mentor, who appears to be a real lady, she became more 
feminine, less dirty, and had better self-esteem"; "Student 
was very withdrawn. No one wanted to be her partner. One 
day, she confided to me that her mentor had been in New 
Jersey but drove back just to be with her for lunch. Her 
entire personality has changed to the degree that students 
want to sit next to her"; "Student was withdrawn for several 
sessions. Her mentor talked with her on an on-going basis 
and did not give up. Near the end of the year, she became 
very overt. At the last session, she was center stage at 
the blackboard with three adults encouraging her"; "I have 
seen a drastic improvement in student behavior. He is more 
amiable and less aggressive to peers. He and the mentor 
have spent a lot of time talking about fishing"; "She has 
increased in her ability to relate to her peers. Her 
quality and amount of work output has also increased"; 
"Mother complains less, which is an indication that the 
student complains less." 
Teachers observed that kids feel important. Someone 
comes for them. One teacher further stated that, at the 
last workshop sponsored by Coopers and Lybrand, she opened 
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up the folder and saw printed on the folder, Brookings 
School. She stated, "I felt I was somebody." It was 
observed by another teacher that when the mentor is not 
present for lunch on Friday, the students want 
accountability when the mentor returns. 
4.5 Observation of Mentors 
Observation of the weekly one-on-one interaction 
revealed that each mentor came to the Friday lunch program 
with his/her agenda. A group of five mentors carried games 
and handcrafts? eight of the males chose to spend time on 
the football field with their mentees; four women chose to 
walk the playgrounds talking to the students they were 
mentoring (one such pair was a female mentor and male 
student). The accountant in the wheelchair was accompanied 
out-of-doors by his student to spend time talking. The 
remaining seven pairs spent time in the library, at the 
school store and/or in the activity center in verbal 
interaction. The one commonality for interaction of the 25 
pairs was the 20 minutes spent eating lunch together with a 
brief time to talk over lunch. 
4.6 Summary of Findings 
The purpose of the research questions in this study was 
to determine if there were identifiable characteristics 
among caring adults whose students made the most progress 
towards readiness to learn that were not present among those 
caring adults whose students made less progress in learning 
readiness. 
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The project first established the fact that mentors 
working with at-risk students on a regular basis make a 
difference in school readiness. Two sets of data were 
obtained for a control group and an experimental group 
comparing school attendance for nine months and school 
stress by means of a pre- and post-School Situation Survey. 
Second, a careful examination was made of those 
students participating in the Partnership Program to 
determine gains made overall using the School Situation 
Survey and to compare those gains with personality 
characteristics of the caring adults using The Adjective 
Check List to determine the relationship between personality 
traits of caring adults working with individual students and 
the student's progress towards readiness to learn. Data 
from mentor, teacher, and student interviews were also 
analyzed to complete the analysis. The following 
conclusions have been drawn and are summarized in Table 34. 
First, it was determined that students participating in 
the Partnership Program attended school a greater number of 
days than those students who did not participate in the 
program. Analysis made using statistics gathered from the 
School Situation Survey determined participants made greater 
gains in reducing stress in their ability to interact with 
both their peers and teachers, also have reduced stress 
physically from school-related activities than those 
students who were nonparticipants (see Table 8 and Figure 
3) • 
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Table 34 
Summary Table of Findings 
Research Question Findings 
1. Difference in attendance 
between participant and 
nonparticipant groups. 
2. Difference in stress 
over time between 
participants and non 
participants. 
3. Differences in 
participant group as 
determined by the 
School Situation Survey. 
4. Difference in attendance 
between students making 
greater gains vs. 
students making less 
gains. 
5. Differences in "caring 
adults" as determined 
by The Adjective Check 
List. 
6. Attributes of the "caring 
adults" 
Participants attend 
school a greater number 
of days than non¬ 
participants. 
Participants made great¬ 
er gains in reducing 
stress in their ability 
to interact with peers 
and teachers and realized 
less stress physically as 
it related to academics. 
Sixteen participants made 
gains overall in reducing 
stress. Nine students 
made little or no gain 
overall in reducing 
stress. 
Students making greater 
gains in reducing stress 
were also present more 
days than those students 
who made less gain in 
stress reduction. 
Data indicated that there 
was no significant 
difference between the 
"caring adults." Mentors 
whose students made 
greater gains, chose more 
adjectives than those 
mentors whose students 
made less gains. 
All mentors indicated 
they came as a friend. 
To be a good listener 
was very important as 
well as to be a good 
friend. 
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Second, it was determined through the School Situation 
Survey that students entering the Partnership Program came 
with different needs and levels of need. Such needs 
included lack of school attendance, peer problems, low self¬ 
esteem, poor academic achievement, and the inability to 
acceptably respond to the teacher. 
Third, a careful examination of the pre- and post-test 
of the School Situation Survey determined that 16 of the 25 
students in the participant group made gains in reducing 
stress overall during the nine months of the Partnership 
Program. The remaining nine students increased their level 
of stress. An attendance check between the two groups 
indicated that those students who made the greatest gains 
were present more days than those students who made less 
gains. 
Fourth, analysis of the data taken from the Adjective 
Check List of the 25 caring adults using the Mann-Whitney U 
Test revealed that there were no statistically significant 
differences between the attributes of mentors whose student 
partners rated either MGG or MLG. A closer examination of 
the adjectives chosen revealed that those partners whose 
students made greater gains chose more of the adjectives 
given in the scales as compared to those students who were 
less successful. 
Fifth, on the basis of the interview sessions the 
mentors believed that as a caring adult they came to the 
Partnership as a good listener and a friend to the student. 
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They believed that being consistently present was important. 
They felt that they were most affective when they were in 
contact with the student's teacher on an on-going basis. 
Students indicated they needed a friend, someone to 
talk to and that the mentor accepted them unconditionally. 
They indicated that they were better students because of the 
mentor. 
Teachers indicated that the program gave needed 
individual attention to the student and that positive 
changes had been seen in behavior as well as academic 
achievement. Lastly, they also stated that they felt 
supported from the program not only through the student- 
support process, but also through the incentive programs and 
workshops provided by the Partnership for the teachers which 
allowed them to better service the students. 
In summation, this study found that individually there 
were small differences between the 25 caring adults who met 
on a weekly basis with at-risk students in a Partnership 
Program with no statistical differences according to 
analysis. All participants benefitted from the program 
which included the mentors, students, and teachers. 
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CHAPTER 5 
CONCLUSIONS AND RECOMMENDATIONS 
Interest in school-business partnerships as a means of 
addressing readiness needs of "at-risk" students is 
increasing. A limited number of studies have examined these 
collaboratives and have determined that students involved in 
partnership programs have increased attendance, do better 
academically, and get along better with their peers. 
The intent of this nine-month study was to closely 
examine a small group of caring adults involved in a 
partnership to see if an identifiable constellation of 
personal attributes characterized mentors associated with 
students who were more successful than other students in the 
Partnership and to identify what those personal attributes 
might be. 
5.1 Summary of Findings 
The research project included two stages of data 
collection and analysis with a final comparative analysis. 
First, an attendance check between the participant and 
nonparticipant groups over the nine months of the school 
year (October-June) revealed that the participants made 
significant gains overall. The mean difference between the 
two groups was a 7% increase for the participant group in 
comparison to the nonparticipant group. 
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Next, both groups were given a pre- and post-Schpol 
Situation Survey in an attempt to determine gain or loss of 
stress in the school setting over the nine months. Using a 
series of t—tests, the findings revealed that there were no 
statistically significant differences observed between the 
two groups. However, a closer examination of the seven 
scales of the Survey revealed that participants made gains 
in reduction of stress on the scales peer interaction. 
teacher interaction, and in physiological stress related to 
academic achievement. 
Third, an examination of the achievements of the 25 
participants on the pre- and post-School Situation Survey 
revealed clearly that 16 of the 25 students made gains in 
reducing stress overall on the seven scales. Nine students 
made little or no gains. 
Fourth, there was an examination of the attributes of 
the caring adults through a personality survey, using The 
Adjective Check List. The Mann-Whitney U Test applied to 
the raw data revealed that there were no statistically 
significant differences in the attributes of the caring 
adults. 
5.2 Interpretation of Findings and Conclusions 
5.2.1 Analysis of the Findings for Participants and 
Nonparticipants 
Comparative analysis of the findings of the 
participants vs. the nonparticipants in attendance as well 
as to school-related stress revealed that the Partnership 
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Program designed to address the readiness needs of at-risk 
students appears to have been successful as revealed in 
increased attendance overall for participants and less 
stress in three out of seven scales indicated on the pre- 
and post-Survey. 
We would like to believe the positive results are a 
direct by-product of the Partnership Program. However, we 
cannot say for sure whether the results are directly related 
to the mentors themselves or are the result of increased 
attention to mentees who are singled out as members of a 
select group of students who receive extra attention from 
teachers, mentors, and the TABS Team and who ate lunch away 
from the cafeteria and the majority of the student populace 
in a pre-ordained spot for the Partnership group. It is 
possible that such attention raised self-esteem, increased 
attendance, and lowered school-related stress. 
5.2.2 Analysis of the Findings of School Situation Survey 
for Participants 
Close examination and comparison of the raw scores of 
the 25 participants on the pre- and post-Survey clearly 
defined a group of 16 students who made gains overall and a 
group of nine students who made little or no gains overall. 
The clear distinction of the two groups provided a context 
for analysis of the mentors dividing them into a group of 
MGG (most gains realized) and a group of MLG (least gains 
realized). 
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In an attempt to study all aspects of the program that 
might have a bearing on the student results, it is important 
to observe that the design of the Partnership Program at 
Brookings was the same for all participants: one-on-one 
with a caring adult? each student-mentor team met once a 
week; all participants were invited to special events? 
teachers were invited to special events that involved the 
Partnership teams? the one-on-one teams had the opportunity 
to carry over from one year to the next provided the student 
was still present at Brookings as well as the mentor? and 
overall, the one-on-one relationship was confined to the 
school and school time. The one criterion for selection for 
the program was that the student be an at-risk child. Such 
a child might have had an attendance problem, come from an 
abusive family situation, suffer from a lack of self-esteem, 
and/or could not relate to his/her peers. As the categories 
of acceptance into the program were varied, so it appears 
were the levels of need of the children in the program? 
thus, the varying degrees of growth in the readiness to 
learn. 
5.2.3 Analysis of the Findings of The Adjective Check List 
Analysis of data taken from The Adjective Check List of 
the 25 caring adults revealed that there were no statis- 
cally significant differences in the attributes of the 
caring adults. Finding no significant differences leaves 
unsupported the researcher's hypothesis that mentors who act 
as caring adults have a constellation of personality 
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attributes that account for differences in student 
achievement. On the basis of this finding and in the light 
of rival hypotheses, the researcher draws no conclusion with 
reference to the relationship of student gains and 
characteristics of caring adults who serve as mentors in a 
school-business partnership. 
5.3 Discussion and Recommendations 
5.3.1 Manor Limitations 
The findings as listed above seem to reveal that there 
are major limitations to the study. 
First, the outcome results as summarized in Table 11 
(see Chapter 4) using the Mann-Whitney U Test revealed no 
significant difference in the personal attributes of the 
mentors of higher achieving students and personal attributes 
of mentors whose students had lower achievements. In all 
likelihood. The Adjective Check List, which resorts to self- 
description, has neither the sophistication nor the power to 
discriminate among members of a highly homogeneous 
professional group. 
Moreover, the fact that students came to the 
Partnership with different needs and varying levels of need 
rendered the search for a single causal relationship overly 
ambitious. Nonetheless, it is the researcher*s belief that 
there are differences among mentors that account for student 
achievement. For instance, a close examination of the 
adjectives chosen by those mentors whose students made the 
greatest gains and those who made less gains, revealed that 
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those mentors whose students made the greatest gains chose 
75% of the adjectives given in the 16 scales, as compared to 
59% for those mentors whose students were less successful. 
Descriptions of the scales stated that "high scorers on the 
number of adjectives checked appear to be expressive, 
vivacious, and enthusiastic." Low scorers appear to be "less 
urgent, narrower in interests, more reserved, and 
conventional" (p. 6). Two adjectives demonstrated the rate 
of choice: Alert was chosen with a difference of 64% (75% 
MGG and 11% MLG). The term alert means "vigilantly 
attentive." The adjective with the next highest difference 
of 53% (75% MGG and 22% MLG) is the word tactful. A meaning 
for the term is "having skill in dealing with difficult or 
delicate situations" (Harper & Brothers Publishers, 1974). 
Third, observations of the weekly interaction of each 
mentor and student revealed that the pairings pursued 
different activities during a part of the 40-minute lunch 
hour. Twenty minutes was spent eating together with close 
verbal exchange. The remaining 20 minutes was spent in an 
activity agreed upon by the one-on-one mentor/student pairs. 
5.3.2 Discussion 
Based on the interview findings, the researcher has 
concluded that (1) the verbal interaction of sharing and 
listening of the one-on-one pairs appeared to be the most 
valuable part of the relationship—the student needed 
someone to talk to, the mentor was present to listen? (2) 
teachers, mentors, and students benefitted from the 
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Partnership Program when teachers and mentors spent time 
together sharing needs and goals for the student. 
5.3.3 Recommendations 
Based on the study and analysis of the findings, the 
researcher makes the following recommendations: (l) that 
Partnerships be created for at-risk students at all levels 
to increase one-on-one verbal as well as activity 
interaction, and to provide professional role-models? (2) 
that on-going opportunities be provided for teachers and 
Partners to interface as a means of sharing experiences as 
well as support in their efforts to meet student needs; (3) 
that training sessions be planned for Partners that provide 
ideas and skills for mentor/student interaction? (4) that 
parents be invited to participate in the Partnership Program 
in whatever way that is most comfortable for all 
participants involved? and (5) that a celebration of the 
year's program be planned for all members of the Partnership 
Program including teachers, mentors, students, and the 
administrator. 
5.4 Recommendation for Future Research 
From the findings of this research project, it is 
recommended that there continue to be a tracking of the 
mentors who were participants in the research study to 
determine whether higher achievers are consistently guided 
by the same mentors. The continuation of this tracking is 
necessary to establish a correlation between achievement and 
the presence of particular mentors over time. 
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It is further recommended that adult behaviors be 
carefully tracked as such tracking relates to (1) Partner 
attendance to determine consistency of the mentor presence 
with the student and (2) weekly activities to determine 
choice of activity and its relationship to student need. 
Lastly, it is recommended that accurate account be 
taken of teacher/mentor interaction, also parent/mentor 
interaction, as such interaction relates to the student. 
With the above tracking, a pre- and post-student assessment 
measurement must be taken to determine effect, if any, of 
adults' behaviors as such behaviors relate to the students 
they care for. 
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APPENDIX A 
COOPERS & LYBRAND INTERVIEW 
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Coopers & Lvbrand Interview 
As has been previously indicated, the interviews for 
the research project are being taped. Do you have any 
objections to the process? If at any time you would like 
for me to turn the tape recorder off, please tell me. 
I have given you a list of the questions. Please be as 
open as you can and say what you think. I will not be 
offended by any of your remarks. Also, you are welcome to a 
copy of the recording if you so indicate. Are you ready for 
the first question? 
1. What caused you to volunteer to participate in the 
Friday lunch program at Brookings? 
2. How many years have you participated in the Partnership 
Program at Brookings? 
3. What kinds of things do you do to relate to the 
students you meet on a weekly basis? 
4. Have you seen any changes, positive or negative, in the 
students that you meet with on a weekly basis? Would 
you elaborate on this question for me? 
5. What do you feel that you bring to the program that 
makes a difference for the student? 
6. If you could change the program in any way, what would 
you change? 
7. How would you feel about meeting with teachers as well 
as students? 
8. Are you planning to return to the Program next year? 
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Student Interview 
Hello, 
I would like to ask you some questions about the 
Coopers & Lybrand Program that you are a part of. You know, 
the one that allows you to eat lunch with your mentor on 
Friday. I am going to record our little conversation. Is 
that O.K. with you? 
1. Do you like being in the special Friday lunch program? 
What do you like about it? Is there anything that you 
don't like about it? 
2. Do you have friends here at school? Are they in the 
special lunch program? Do you talk about the program 
when you are together? 
3. Who is your mentor? How do you feel about your mentor? 
What do you like about him/her? Can you talk a little 
about him/her? If you could, would you spend more time 
with your mentor? 
4. Do you think you do better in school because you have 
been chosen to be in the special lunch program? (If 
the answer is yes): 
In what way do you feel that you do better in school? 
Do you feel that your grades have improved? 
Do you come to school more? 
Do you spend more time at home on school work? 
5. Is there anything that you would like to tell me about 
the Program that you didn't already tell me? 
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TEACHER INTERVIEW 
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Teacher Interview 
As I have already indicated to you, I am recording our 
session today to use in my research paper. Do you have any 
objection to the recording? 
1. Do you see any merit in Brookings participating in a 
school-business partnership? 
2. Have you seen any changes in the students - positive or 
negative - as a direct result of the Friday lunch 
program? If yes, would you give an example? 
3. Have you paid any particular attention to the mentors? 
Do you see any differences in them or any similarities? 
Can you explain? Are there any mentors that you have 
particularly noticed that stand out in your mind? Why? 
Can you explain? 
4. Do you feel that the students would benefit more if the 
teachers participated in the partnership program as 
well as the student? 
5. Would you change the program in any way if you could? 
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APPENDIX D 
STUDENT SELECTION LETTER SENT TO PARENTS 
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367 Hancock Street 
Springfield, MA 01105 
September 28, 1990 
Dear Parents, 
Your child has been selected to participate in a 
special research project that is studying the difference 
that volunteers make in students' readiness for learning. 
With your consent, your child meets every Friday to eat 
lunch with a volunteer from Coopers & Lybrand Accounting 
Firm. 
The research project is part of my doctoral program at 
the University of Massachusetts at Amherst. As part of this 
study, I would like your child to participate in a short, 
10-minute school attitude survey which asks questions about 
how children feel about school. As part of the research 
project, I will also be observing your child's interaction 
with the volunteer that he/she meets with regularly. 
As part of the dissertation, I will include the survey 
findings from your child, also the interaction with the 
volunteer, as part of the final analysis. At no time will 
your child's name be mentioned. As your child is parti¬ 
cipating along with 49 other students, most likely all 
student participants will be given a number for 
identification. 
This letter comes first to ask permission for your 
child to participate in this very important study. Second 
to state that all materials that I will be gathering for the 
project will be owned by me solely. 
If you give permission for your child to participate, 
as a matter of procedure, you are assuring me that you will 
make no financial claims for the use of the information 
gathered in the inventory and/or observation. 
It is my belief that by working together through 
research, study and special programs such as the Coopers & 
Lybrand Partnership, your child will be better prepared for 
school and ultimately as a more productive citizen. 
As the project moves along and if you are interested in 
seeing the information that has been gathered concerning 
your child's school interest, I would be happy to share 
these materials with you. 
139 
Please return the attached permission sheet on Monday 
with your child. Thank you. 
Sincerely, 
Mary Anne Herron, Principal 
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I give permission for my child to participate in the 
research project as stated in the attached letter. 
Researcher Student 
Parent/Guardian Homeroom 
Date 
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APPENDIX E 
CARING ADULT THANK YOU LETTER 
142 
367 Hancock Street 
Springfield, MA 01105 
September 28, 1990 
Dear : 
Thank you for your willingness to participate in my 
research project at the University of Massachusetts at 
Amherst. The subject of my doctoral research is. Personal 
Characteristics Associated with Effectiveness of Caring 
Adults Who are Participants in School-Business Partnerships. 
The purpose of my project is to study the effects that 
volunteers have on students identified as "at-risk" and to 
determine just what makes the difference in their school 
readiness. 
As a part of this study, you are being asked to 
participate in two ways. The first will be to participate 
in a short personality checklist measure. It consists of 
300 adjectives and adjectival phrases such as imaginative, 
stubborn, relaxed, soft-hearted, interests-wide, plus many 
more. You will be asked to check as many of these 
adjectives as are self-descriptive. 
The second part of the study will be to participate in 
an interview focused on your decision to volunteer and what 
you feel are the by-products of that decision. The 
questions will be so worded as to have you reflect on your 
reasons for volunteering, the response of your student 
mentee to the time and energies given to him/her, and what 
you are deriving from the experience. The interview will be 
approximately one half-hour. 
My goal is to analyze the materials from your 
interview, the checklist, and the observation in order to 
better understand the relationship between adult volunteers 
working with children and the child's readiness to learn. I 
am interested in the concrete details of your decision to be 
a volunteer, what you feel makes the difference in your 
relationship to the student(s) you are mentoring and what 
the experience means to you. As part of the dissertation, I 
may compose the materials from the interview, the checklist, 
and observation as a "profile" in your own words. I may 
also use some of the material for journal articles or 
presentations to interested groups. 
In all written materials and oral presentations in 
which I might use materials from your interview, checklist, 
or observation, I will not use you name or names of people 
that you may mention in the interview. For the statistical 
analysis part, your profile will be given a number and will 
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be referred to thereafter as such. Materials composed from 
the interview will use pseudonyms. 
The global outcome of the project will be shared with 
Coopers & Lybrand, as they request some means of account of 
the time and monies spent in the partnership project. 
You may at any time withdraw from the research project 
which will include the use of any materials that I have 
gathered that involve you. The materials gathered for the 
project will be the sole property of the researcher. 
As a matter of procedure, in signing this form you are 
also assuring me that you will make no financial claims for 
the use of the material in your interview, checklist 
measure, or observation. You are also stating that no 
medical treatment will be required by you from the 
University of Massachusetts should any physical injury 
result from participating in the research project. 
Thank you for your willingness to not only participate 
in the research project, but also for your willingness to 
participate in the Partnership Program on a weekly basis. 
Sincerely, 
Mary Anne Herron, Principal 
I*_, have read the attached 
letter and agree to participate in the research project 
under the conditions stated above. 
Signature of Participant 
Date 
Signature of Researcher 
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THANK YOU LETTER TO VOLUNTEERS 
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367 Hancock Street 
Springfield, MA 01105 
May 27, 1991 
Dear : 
I would like to express my sincere appreciation for 
your involvement in the research project for this school 
year. The project has looked at a number of variables that 
I feel will give indication of what precisely makes a 
difference in enhancing an "at-risk" student's readiness for 
learning. 
May I also thank you for the many hours spent as a 
volunteer during the school year with two of our students. 
The changes in student behavior socially and academically 
give indication to the value in the program that Coopers & 
Lybrand bring to Brookings on a weekly basis. 
Outcome of the final analysis will be shared with the 
Accounting Firm. 
Sincerely, 
Mary Anne Herron, Principal 
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Success Stories of Two Student Participants 
Karl, a black male grade 6 student, entered the program 
a year ago. He was selected to participate as a result of 
poor peer interaction, a lack of school attendance, failing 
grades, and a total lack of respect for his teachers. He 
was matched with a white male accountant who functions as a 
manager with the firm. The first three months of the 
program, a year ago, Karl sat with Tim, his mentor, not 
responding to him in any way. In the fourth month, Karl 
agreed to shoot baskets on the outside court. Soon other 
mentoring pairs joined them. By the time the Partnership 
picnic arrived in May, the two were friends. One of the 
first indications that change was taking place for Karl was 
in school attendance? he came to school every day. As his 
attendance got better, so did his academic achievement. 
The second full year saw a continuation of the 
relationship and a new pattern of behavior for Karl. The 
previous year, he was in the office for discipline on a 
regular basis. The second year, he never appeared once at 
the principal’s door for poor conduct or a fight. He also 
made the Honor Roll the first marking period. 
Karl was not able to relate to any other caring adult 
from the firm. At one period of time, Tim was away on 
company business over two Friday lunch periods. On the 
second Friday, Karl stood against the wall of the activity 
center during lunch, not eating or talking to anyone. He 
was not hostile, just quiet and alone. When Tim arrived the 
following week, Karl wasted no time catching him up on all 
of the news. 
John, a white male grade 6 student, was also a second- 
year participant in the Program. He was short and chubby, 
with a very poor self-image. When he entered the program, 
he harassed anyone and everyone who looked his way. He 
called his peers names and exhibited a lot of "hands-on" 
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behavior. He did little or no work inside or outside of 
school. He hated school and attended as little as possible. 
When called on for a class response, his responses were 
almost inaudible. He never looked at the person who was 
speaking to him. His head was always down. From all 
appearances, he never had a friend. His caring adult, Mark, 
was one of the partners in the firm, an attorney. Weeks 
went by before John became an active participant with 
anything that was going on? Mark did all of the talking. It 
was observed that Mark and John were consistently present 
for lunch every Friday. 
The second year that John entered the Partnership 
Program, there were noticeable changes in his behavior. His 
school attendance improved. He began to work on his 
academic achievement, which was consistently difficult for 
him. One of the changes most noticeable about John was his 
ability to look at the person speaking to him. For the 
first time at Brookings, he began to make friends. And 
although still chubby, he appeared to walk with a slight 
skip. 
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